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ABSTRACT 
 
This thesis investigates Samoan parents and their primary school aged children’s 
experiences and perceptions of learning to read and the role this plays in home 
reading practices. A key purpose was to investigate what can be learnt from Samoan 
born parents regarding their cultural values and understandings around learning to 
read. Gaining understandings of the influences and experiences these parents have 
had when learning to read in Samoa would provide insights into the home reading 
practices being used with their own children. By examining the parents’ cultural 
values and practices, possible connections or disconnections between home and 
school reading practices can be drawn. 
 
While home and school partnerships are deemed to be important in New Zealand 
primary schools and by the Ministry of Education there needs to be improved 
understandings of the cultural values and practices that are taking place within many 
Samoan households regarding reading instruction. The valuing of these practices also 
needs to be considered with the understanding that there are diverse forms of literacy 
across cultural communities. The focus has been on how school reading practices can 
be implemented into the home environment rather than what can be learnt from home 
practices. This thesis has aimed to amend this by acknowledging and giving voice to 
Samoan born parents through discussing their own reading practices and experiences, 
and the influence this has had on the strategies they use when reading with their 
children. 
 
Pasifika students’ learning and achievement within New Zealand schools has been 
identified as a key priority for the Ministry of Education. The recent Pasifika 
Education Plan 2013-2017 (Ministry of Education, 2013) has outlined specific goals 
and targets aimed at improving Pasifika educational achievement that include 
establishing stronger connections between home and school for Pasifika learners. If 
connections are to be made the influence of social and cultural factors on students’ 
learning and achievement needs to be identified and valued. 
 
The methodology used was qualitative in design. A case study approach that 
integrated a socio-cultural perspective and the practices of Pasifika research 
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methodology were used to allow for literacy to be seen as social practice where 
peoples’ views, values and experiences are used to enhance understandings of the role 
social and cultural factors play within education.     
  
Data collection was through Talanoa
1
 individual interview sessions with five Samoan 
born parent participants individually. Two Talanoa sessions were held with each 
parent. The parent participants’ eldest children were then interviewed in pairs. The 
voices of the participants were used to gain insights into cultural perceptions of 
reading practices within school and home contexts. The parent participants’ 
knowledge of school reading practices was also sought. The research data was 
analysed by using Rogoff’s three planes of analysis (1995). Rogoff’s framework was 
used to interpret the key themes as they relate to the connections and/or 
disconnections between home and school reading practices. 
 
The research findings indicate that strong cultural reading values and practices are in 
place for these Samoan parent participants. The practices being employed have been 
formed from their own experiences and memories of learning to read as children, in 
Samoa. These reading practices are based on the cultural values and actions that have 
been previously identified in literature on Samoan literacy (McNaughton, Amitanai-
Toloa & Wolfgramm-Foliaki, 2009; Duranti & Ochs, 1993; Duranti, Ochs & Ta’ase 
2004; Tagoilelagi, 1995; Tuafuti, 2000). As parents, these participants have continued 
to use these reading strategies and practices with their own children in New Zealand. 
Another key finding was that the parent participants’ knowledge of school reading 
practices in New Zealand was found to be limited. This finding in combination with 
the cultural home reading practices being employed has strong implications for home 
and school connections between Samoan communities and primary schools within 
New Zealand. 
 
 
 
 
 
                                                
1
 Talanoa, a traditional Pasifika term known as a talking methodology 
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CHAPTER ONE: INTRODUCTION 
 
1.1 Introduction 
Within New Zealand, Pasifika students’ achievement and home-school partnerships 
are often identified as being at the forefront for those involved in primary school 
education. This thesis explores how knowledge of a group of Samoan parents’ 
cultural reading practices can have the potential to empower teachers, schools and 
parents. As stated by Kay, Neher and Hall Lush (2010), communication with parents 
is effective when teachers listen “with respect, so stories and wisdom of families can 
be heard, acknowledged, responded to, and valued” (p. 417). 
 
 
1.2 Aim of the Research 
 
By investigating Samoan born parents’ experiences and perceptions of home and 
school reading practices, the aim of this research is to add knowledge to teachers and 
schools’ understandings of the social and cultural influences on learning to read. This 
can also be seen as a way to add value to school-home partnerships for these parents 
and their children. Through gaining greater understandings of Samoan parents’ 
perceptions of home reading knowledge and practices, better connections may be able 
to be made that enhance engagement and achievement for Samoan students as well as 
inform current school literacy practice and pedagogy. 
 
In order to achieve this it seems crucial for school to “create opportunities for parents 
to talk back to schools – and for schools to listen” (Dudley-Marling 2009, p. 1745). 
This acknowledges the importance of building dialogue and relationships between 
home and school sites in relation to reading practices. As suggested by McNaughton 
(1995) best practice involves knowledge and practices being jointly constructed with 
all involved being able to see the value in connecting the sites of home and school. As 
the education sector seeks to address the diversity and educational needs of Pasifika 
students, research like this aims to develop and enhance our knowledge of school-
home interactions and partnerships. 
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For this thesis and as a practising teacher, I am interested in exploring if there are 
common understandings between the groups involved – schools, students and parents 
in relation to reading practices at home and school. The parent and student Talanoa 
interviews are used to inform understandings of home and school reading practices. 
Talanoa is a talking methodology that allows for a less structured approach to 
interviewing and greater collaboration between the researcher and participants. The 
Talanoa sessions will be used to interpret the understandings and values that the 
parent participants hold and from a school perspective the current pedagogy that 
surrounds effective literacy practice is reviewed. There are clear directions and 
guidelines being promoted by the Ministry of Education at present to inform schools 
and teachers on the implementation of best practice (Ministry of Education, 2006; 
2009). From these two sources, connections or disconnections are made between 
home and school practices for these Samoan parent participants.  
 
 
1.3 Significance of this topic  
 
It is argued that teachers and schools in New Zealand need to consider new ways to 
make better connections between home and school reading practices for our Pasifika 
students and parents (for example Cahill, 2006; Dickie, 2011; McNaughton, 2011). 
While many Pasifika parents want to be able to help their children and schools 
sometimes they may not know how to and feel their lack of experience with the New 
Zealand education system limits their participation in it (Fletcher et al., 2009; Cahill, 
2006).  This problem may be compounded as many schools and teachers do not know 
how to engage effectively with their Pasifika parents (ERO, 2008; Cahill, 2006; 
Gorinski & Fraser, 2006).  
 
A New Zealand snapshot of Pasifika student achievement in reading indicates that in 
major international and local assessments, Pasifika students are generally achieving at 
a lower rate than their European/Pakeha counterparts. The 2005/06 Progress in 
International Reading Literacy Study (PIRLS) (Ministry of Education, 2008) showed 
that 16% of year 5 Pasifika students did not reach the low international benchmark 
compared with 4% of European/Pakeha students. Only 40% of Pasifika students 
achieved reading scores equivalent to or above the PIRLS scale mean. 
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The National Education Monitoring Project (NEMP), between 2004 and 2008, 
identified a small improvement in reading and speaking for year 4 Pasifika students 
but no improvement at year 8 (Ministry of Education, 2009). This evidence indicates 
that Pasifika students are under performing when compared to their European/Pakeha 
counterparts in reading. These achievement results for Pasifika students identify an 
issue for schools and educators involved in the primary school sector. In addition to 
the lower achievement results in primary schools for Pasifika students is likely to have 
a flow on effect to secondary and tertiary levels of education. 
 
At all levels of education, the Ministry of Education and New Zealand Government 
have prioritised raising Pasifika achievement due to the over representation in 
statistics of lower achievement levels in literacy for Pasifika students. For these 
students and their families, the government is aiming to address this through the 
Pasifika Education Plan 2013-2017 (Ministry of Education, 2013).  This government 
lead initiative has an identified vision of establishing an education system that “must 
work for Pasifika so they gain the knowledge and skills necessary to do well for 
themselves, their communities, Aotearoa New Zealand, the Pacific region and the 
world” (Ministry of Education, 2013). 
 
One of the goals from the Pasifika Education Plan 2013-2017, which is pertinent to 
this research, is to increase engagement between Pasifika parents, families and schools 
in supporting student learning. This is a goal that has been a useful reference point, 
guiding the focus of using parent voice and exploring how our understandings 
regarding home-school reading practices can be strengthened. Another key goal 
identified in the Pasifika Education Plan is to promote closer alignment and 
compatibility between a learner’s educational and their home and/or cultural 
environments (Ministry of Education, 2013). In order to achieve this there needs to be 
greater understanding between home and school practices and values. This thesis aims 
to add to our understandings of home reading practices through exploring the cultural 
experiences and beliefs shared by the Samoan participants involved.  
 
The primary research question guiding this thesis is to identify how the cultural values 
and experiences of Samoan parents influence the home reading practices they use with 
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their own children. From this the connections and disconnections between school and 
home reading practices for these Samoan parents are drawn and discussed. 
 
 
1.4 Overview of Thesis chapters  
The structure of this research thesis is outlined below; 
Chapter One:  Introduction 
Chapter One has introduced the aim and the significance of this research. The central 
aim is to enhance teachers’ and schools’ understandings of the home reading 
practices used by a small number of Samoan parents in one community within New 
Zealand. By investigating this connections and disconnections between school 
practice and home can be made.  
Chapter Two: Literature Review 
Chapter Two, through the lens of socio-cultural theory looks at literacy learning. The 
review then identifies recent research on home and school reading practices through 
literacy as social practice. Samoan and New Zealand literacy are discussed to help 
identify and understand the key differences between the two practices. The area of 
home-school partnership is discussed along with current research views and findings 
on Pasifika education within the primary school sector. 
Chapter Three:  Methodology 
Chapter Three outlines the research methodology and procedures used. This research 
takes a qualitative case study approach that incorporates a socio-cultural perspective 
primarily through the use of Rogoff’s three planes of analysis (1995) and the guiding 
principles of Pasifika methodology through the Pasifika Education Research 
Guidelines (Anae et al., 2001). The research questions, setting and the participants 
along with the ethical considerations are presented.  
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Chapter Four:   Findings and Discussion – A Samoan Context 
Chapters Four and Five combine the findings and discussion for the two different 
contexts used, Samoa and New Zealand. Chapter four outlines the Samoan parent 
participants’ responses during the Talanoa sessions regarding their memories and 
experiences of learning to read. The three literacy sites of the Pastor’s house, primary 
school and house are used to explore and discuss the reading practices employed in 
Samoa when the adult participants as children were learning to read. In both 
Chapters four and five, Rogoff’s three planes of analysis (1995) are used to explore 
and discuss the impact and influence of social and cultural reading practices and 
interactions. 
Chapter Five:  Findings and Discussion – A New Zealand Context 
Chapter five establishes what home reading the participants are using with their own 
children in New Zealand. The responses from the child participants are incorporated 
to provide further evidence of home reading strategies and practices. The parent 
participants’ knowledge of school reading practices in New Zealand is also 
discussed.  
Chapter Six: Conclusions and Recommendations 
In chapter six the research findings are summarised. Implications and 
recommendations are given for teachers and schools within New Zealand’s primary 
school sector.   Connections are also made to the Pasifika Education Plan 2013-2017 
(Ministry of Education, 2013) in order to show the relevance and value of this thesis 
in the current education climate.  
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CHAPTER TWO:   LITERATURE REVIEW 
 
2.1 Introduction 
The chapter begins with an overview of socio-cultural theory (Au, 2003; Luke & 
Freebody, 1997; Street, 1997) in order to outline the theoretical framework within 
which this thesis is based. This theory allows the social and cultural influences that 
home reading practices have on individuals to be explored and discuss how these 
might connect or disconnect with school practices. A socio-cultural perspective 
enables literacy to be seen as social practice, where individuals’ cultural and social 
backgrounds and values play a role in literacy acquisition. Rogoff’s planes of 
analysis (1995) framework have been used to support and interpret the findings and 
are therefore outlined in this chapter.  
The role that school and home literacies play in literacy acquisition and how these 
differ for different cultural groups is then explored with a focus on literacy teaching in 
both New Zealand and Samoa. The chapter then reviews the literature on the 
importance of home-school partnerships in general then into recent Pasifika 
educational research regarding literacy and home-school practices within New 
Zealand.  
 
2.2 Literacy learning 
The interpretations of literacy acquisition are wide and varied so when reviewing the 
literature for this research, the guiding principle applied was that literacy is more 
than a set of skills (Street, 1997). If literacy acquisition is seen not solely as a set of 
skills then it is a process that draws on a student’s own experiences of literacy and 
the practices of reading and writing. If literacy is linked to experiences, social and 
cultural identities become important factors for acquisition (Street, 1997; Luke & 
Freebody, 1997; Nieto, 2010). Contrasting this, if literacy is seen as just as a 
universal technical skill, then teachers and schools are able treat it as the only kind 
and teach one set form (Street, 1997). 
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While literacy being viewed as an acquired skill set is identified, the major focus for 
this thesis is how literacy learning is strongly tied to the social and cultural 
influences and role this plays in home and school literacies. 
 
2.3 Literacy as social practice 
Literacy acquisition is not a single identity, as there are multiple ways to use and 
make meaning. The notion being that one size can’t fit all individuals and that the 
social and cultural values individuals bring to reading practices have an impact on 
acquisition. So in order to address the differing learning needs of students, teachers 
and schools have to be able to “take account of the variation in literacy practices 
amongst students and give value to their different backgrounds and the different 
literacies they employ in their home contexts” (Street, 1997 p.54).  Literacy as social 
practice is described by Street (1997) as an ‘autonomous’ model of literacy. Street 
goes further by using an ‘ideological’ model of literacy, where literacy acquisition is 
not only varied due to social and cultural influences but power relations as well. 
Literacy always involves “contests over meanings, definitions and boundaries and 
struggles for control of the literacy agenda” (p. 48). 
Pahl and Rowsell (2005) argue that literacy is tied to students’ cultural backgrounds 
therefore the languages, values and beliefs that students gain from their backgrounds 
are used to make meaning and gain identity. “Our students carry around tool kits 
which make up who they are and literacy is tied into that” (Pahl & Roswell, 2005, p. 
5). 
 
Socio-cultural theorists state that students have to be able to move across different 
contexts, noting that how students use language at home is different from school. 
Teachers need to be able to build on and access their students’ home language and 
literacy by getting the balance right between school and home literacies through 
making connections and utilising a student’s prior experiences out of school. The 
ways teachers and schools bring their students’ literacy practices into the classroom is 
critical, in order to develop a more rich and inclusive curriculum as well as active 
engagement for all students regardless of social or cultural background. Pahl and 
Roswell (2005) link this to cultural identity stating that by “giving our students’ 
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literacy practices recognition within classrooms, we let in identities” (p. 2).   
 
By applying a socio-cultural perspective, literacy is viewed as happening in different 
social and cultural contexts. Students bring their understandings to these contexts 
based on their own social and cultural backgrounds (McNaughton, 2002; Nieto, 
2010). Literacy knowledge is tied to students’ cultural and social identity – “the 
languages, values and beliefs that students bring to make meaning and gain identity 
for themselves” (Pahl & Roswell, 2005, p. 5). “From a sociocultural perspective, 
every individual possesses a wealth of knowledge that is critical to his or her 
existence within his or her cultural community. In order for individuals to construct 
new meanings, those pre-existing knowledge bases and experiences need to first be 
recognized, valued as legitimate, and then extended in new ways and in new 
directions” (Hamel, 2003, p. 11). 
 
When literacy is viewed as social and cultural practice rather than a set of transferable 
and neutral skills, literacy learning cannot be solely connected to school literacy 
(Street, 2007). This interpretation values and utilizes the meaningful literacy practices 
within families and communities.  Using this interpretation allows for the 
acknowledgement of the mismatches or disconnections that can be created for a 
student whose cultural or social identity does not fit into the school model of literacy. 
At times, disconnections do exist between home and school reading experiences for 
students who do not fit into the dominant culture of society (Duke & Purcell-Gates, 
2003; Nichols & Cormack, 2009; Dudley-Marling, 2009). For these students this may 
lead to disengagement in learning as they are more likely to experience difficulties 
with making connections between home and school practices. 
 
A problem may occur when students’ literacy knowledge is different from the 
established school literacy and often valued less by teachers and schools (Luke & 
Freebody, 1997; Street, 2007). Teachers and school structures tend to value the 
‘cultural capital’ of the dominant culture(s). The theory of ‘cultural capital’ originated 
from Bourdieu (as cited in Dudley-Marling, 2009). A defining element of cultural 
capital is “that students from socially and culturally dominant groups generally begin 
school with the kind of knowledge that will place them at an advantage to learn in that 
setting” (Nieto, 2010, p.38). When this occurs literacy practice is seen as not neutral 
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and students are not all on a “level playing field” in relation to access to school 
resources and knowledge (Luke & Freebody, 1997, p. 3). This notion of ‘literate 
cultural capital’ for socio-cultural theorists is linked to home access and interactions 
with literacy resources and parental attitudes towards reading. 
 
Socio-cultural theorists (Dudley-Marling, 2009; Hamel, 2003; Heath, 1983; Nieto, 
2010) argue that if literacy learning is to be seen on a more equal footing then school 
literacy needs to be viewed as only on type of literacy that can be very different from 
other literacy types that naturally occur in homes and communities. These differences 
need to be acknowledged and valued. A key point to be made here is that “the 
language and literacy experiences that each child brings to the classroom are all valid 
and important within their own cultural communities” (Hamel, 2003, p.20). 
 
When these differences are not acknowledged mismatches between home and school 
literacies are created that could contribute towards literacy difficulties in early 
schooling (Duke and Purcell-Gates, 2003). If teachers and schools do not make links 
to home literacies then transfer of knowledge is limited across different sites (Duke & 
Purcell, 2003). Teachers and schools need to recognise students’ home language and 
literacy experiences as real learning and find ways to link these experiences, to the 
new experiences the students will encounter in the classroom (Heath, 1983; Ladson-
Billings, 1994). It is important to question what literacy connections are students able 
to make if their home and school practices are vastly different. How teachers and 
schools acknowledge, understand and utilise home literacy practices is critical for 
literacy acquisition. 
 
 
2.3.1 Rogoff’s planes of analysis 
Rogoff’s three planes of analysis (1995) that are based within socio-cultural theory 
provide an analytical framework that is appropriate to use within this qualitative 
research to aid in analysing the research findings. The planes of analysis allow a 
researcher to explore the nature of learning and how social interactions are embedded 
within cultural communities. These social interactions involve individuals co-
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constructing meaning with each other and run through the three identified 
interconnecting planes.  
Rogoff’s planes (1995) are defined as participatory appropriation (at the personal 
level), guided participation (at the interpersonal level) and apprenticeship (at the 
community/institutional level) and do not sit in isolation from one another, therefore 
making the individual and environment interdependent. For the purpose of this 
research, the planes are used to help explore and interpret patterns of socio-cultural 
activity that the participants were involved in when learning to read as children.  
The personal plane shows the individual on their own and is referred to as 
participatory appropriation. This is the personal process through which individuals 
engage in culturally organised activity. The “process by which individuals transform 
their understanding of and responsibility for activities through their own 
participation” (Rogoff, 1995, p. 150). An individual is able to make changes and be 
involved in further similar activities. Participation involves efforts to understand and 
contribute to social activity. The interpersonal plane shows the social influence of 
others on an activity and is termed guided participation. Here ‘guided’ refers to the 
interpersonal involvement between people as they participate and communicate in 
culturally organised activity and the direction offered by cultural and social values. 
Participation is defined as observation as well as the hands-on involvement in the set 
activity (p. 142). The third plane is labelled community/institutional and relates to 
the cultural influences on an activity. This apprenticeship involves individuals 
participating with others in culturally organised activity; “the cultural practices of the 
activities they contribute to or in”  (p. 143). 
 
2.4  A view of School Literacy 
 
It is important to acknowledge that much has been written about the debates and 
methods around best literacy practice in relation to reading instruction (for example 
McNaughton, 2002; Tunmer, Chapman & Prochnow, 2004).  The reading debate can 
be linked back to two paths – a code-based or meaning-emphasis approach. It is 
important to note that one does not completely exclude the other but for the purpose 
of reviewing school literacy in general terms, the basic principles behind both 
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approaches have been outlined. It is also important for this thesis to distinguish 
between the two, as current New Zealand practice aligns more closely with a 
meaning-emphasis approach where as Samoan literacy with a code-based one. 
 
A code-based approach emphasise sounding out words, reading new words in 
isolation and the importance of accuracy of when reading words within sentences. 
Oral reading is also a strong component of the code-based approach.  As cited by 
Rassool (1999) cognitive theorists take a more scientific approach to literacy, where 
outcomes are measured in terms of skill acquisition. It is cognitive processes that 
underlie learning how to read rather than social or cultural processes; “teaching 
literacy is teaching the skills of reading and writing” (p. 27).  Gough (1995) states that 
literacy is a ‘single thing’ and that when assessing literacy acquisition social and 
cultural factors can be extracted out (cited in Rassool, 1999). Theorists (For example, 
Nicholson, 2003; Greaney, 2003) using this approach to argue that while socio-
cultural theory acknowledge the importance of home-school relationships they fail to 
consider the explicit phonological-based skills that are needed in the teaching of 
reading (cited in Openshaw, 2004). 
 
The alternative is a meaning-emphasis approach that places greater emphasis on 
whole word reading, reading new words in context and maintaining the flow of 
reading. Another way of discussing these approaches is outlined by Bruning, Schraw 
and Ronning (1999). Here the terms used to discuss the different approaches to 
reading comprehension are “data-driven, conceptually driven and interactive” (p. 
264). A data driven approach focuses on decoding and word meaning, where 
information starts from letters or words and then moves into making meaning. In 
contrast, the role of knowledge is emphasised in a conceptually driven approach. 
When reading an individual will use their expectations about the text and prior 
knowledge to aid meaning. The third approach, interactive, combines both data-driven 
and conceptually driven, as a way to address the limitations of both. Here reading 
comprehension is identified as a combination of both approaches. 
 
For this research, school reading practices within a New Zealand context have been 
defined as current effective pedagogy and practices regarding literacy teaching. The 
current Ministry of Education’s literacy guidelines and initiatives, found in teacher 
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support materials including the Literacy Learning Progressions (2010), English 
Language Learning Progressions (2008) and Effective Literacy Practice Years 5-8 
Handbook (2006), use a meaning-emphasis approach to reading, where learning is not 
separated from context and is based on the building of meaning from texts. A key 
message here is that literacy learning is socially constructed.     
 
The Ministry of Education’s Effective Literacy Practice Years 5-8 Handbook (2006) 
defines literacy as “the ability to understand, respond to, and use those forms of 
written language that are required by society and valued by individuals and 
communities” (p. 8). Literacy acquisition is seen to have three aspects; learning the 
code, making meaning and thinking critically (Ministry of Education, 2006). 
‘Learning the code’ involves decoding and encoding through learning the conventions 
of written language and the skills required to read and write letters, words, and text. 
‘Making meaning’ involves comprehending a text through using a range of self 
monitoring strategies and ‘thinking critically’ is thinking beyond a literal level. 
The alternative code-based approach places greater emphasis on phonics and 
phonological awareness. Tunmer, Chapman and Prochnow (2004) argue that students 
who come from poorer home literacy environments require a more phonological 
approach to learning to read. More explicit teaching of phonics would allow these 
students to be able to focus ‘solely on letter-sound patterns in isolation’ and “learn 
word decoding that may be useful in all text not just a specific text” (p. 139). A key 
point to consider here is that the code-based approach to reading acquisition seems to 
align most closely to the cultural values and practices being used by Pasifika 
communities within New Zealand as is discussed later in this chapter when reviewing 
at Samoan literacy.  
McNaughton (2002) claims that teachers need to be able to make explicit links for 
students between their knowledge of letters and sounds into knowledge of text, in 
reading and writing. This balance allows for text free and text-connected teaching, 
therefore learning opportunities in both phonics in isolation and incorporation into 
meaningful text. 
So it could be argued that there are still mixed messages regarding literacy instruction 
for New Zealand teachers and schools. Added into this mix is the impact that 
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Reading and Writing Standards for Years 1-8 (Ministry of Education, 2009) will have 
in relation to literacy pedagogy and practice within New Zealand. Since National 
Standards were introduced in 2009, there has been ongoing criticism and concern 
around their anticipated role in the narrowing of the curriculum and therefore practice 
by the teaching profession. In addition, the Standards strong focus on assessment is 
likely to lead to a ‘high-stakes assessment’ system (Thrupp, 2013).  
 
2.5  School reading practices in a New Zealand context 
 
In New Zealand, reading practices emphasise the importance of decoding, making 
meaning and thinking critically (Ministry of Education, 2009). The following 
instructional approaches to teaching reading are used; 
The practice of reading aloud to students, involves students not having to focus on 
decoding but being active and immersed as they listen to the teacher reading a 
selected text. Students are able to create meaning by making connections as they 
develop new knowledge  (Ministry of Education, 2006). In a guided reading session, 
a teacher is working with a small group of students who have a similar instructional 
need. Each student has a copy of the text and with teacher support develops the 
reading skills of decoding, making meaning and thinking critically. Shared reading 
allows for interaction as the teacher and student read the selected text together. All 
students are able to see the text and actively engaged with it.  This approach is 
supportive in nature and enables students to develop their strategies and knowledge 
for how texts work. Through independent reading, opportunities are given for 
students to read a wide range of text for interest and enjoyment, as well as allow 
students time to practise reading strategies  (Ministry of Education, 2006).  
 
 
2.6  Reading practices in a Samoan context 
 
When considering the literacy practices that are valued and employed by Samoan 
communities within New Zealand, it is important to be aware of the historical context 
of literacy development in Samoa. Samoa has a strong oral literacy base with no 
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written form used until the arrival of the European missionaries in the 1830s. The first 
Samoan books were printed in 1834 along with the translation of the Bible into 
Samoan so it could be read and studied (Tuafuti, 2000). 
 
Christianity was spread throughout Samoa by missionaries, through the village 
church, the home of the pastor or by missionary established educational institutions. 
Pastors’ schools were an important development in Samoan literacy. The process of 
reading and writing started with the Samoan alphabet, the letters A to V, with the 
missionaries introducing the letters H, K and R (Tuafuti, 2000). There was a strong 
emphasis on oral language, with memorisation and performance being highly valued. 
Church was seen as an important site for literacy acquisition and practice (Duranti, 
Ochs & Ta’ase 2004). 
 
Within Samoan society the Pastor’s role in teaching and learning was seen as a key 
component for early literacy acquisition. Historically, the Pastor at church or within 
his house would hold reading lessons based around the Bible throughout the week. 
There would be a strong emphasis on oral language, with memorisation and 
performance being highly valued. Literacy learning was strongly linked with 
Christianity. Ferguson, Gorinski, Wendt Samu and Mara (2008), cite Meleisea (1987) 
who writes, “the Pastors and their wives ran schools for both children and adults in 
villages through the nineteenth century and up until the 1950s most Samoans were 
educated by village pastors” (p. 31). 
Bible reading involved learning through recitation using a performance style 
(McNaughton, Amitanai-Toloa & Wolfgramm-Foliaki, 2009).  The tauloto
1
 
(performance) routine as an oral pattern of learning that was used both at the Pastors’ 
house and church, involving a model being given orally by the teacher or adult with 
the child responding to or imitating (Tagoilelagi, 1995). This oral reading of the Bible 
and interpreting of bible passages, involves the strategies of imitating, memorizing 
and reciting. The primary literacy focus within the pastor’s school was on reading the 
bible and writing stories that were dictated from the Bible (Tuafuti, 2000). This is 
seen as the traditional way of learning the Bible, which has been handed down 
through generations and it is identified as a historical practice by Samoan 
                                                
1
 Tauloto – word definition in English ‘speech’ 
 15 
communities. The Bible holds an authoritative position in the morals and beliefs of 
Samoan people and therefore has strong cultural values connected to it  (Duranti, 
Ochs & Ta’ase 2004; Tagoilelagi, 1995).  
In Samoa, it was common practice for children aged 1 to 5 years to participate in 
literacy lessons at the Pastor’s school/house, and then after the age of five the lessons 
would be held after school. For many Samoan children, lessons with the pastor would 
continue until their early teens (Duranti and Ochs, 1993). Samoan children would 
learn to read and memorise the Pi Tautau (Samoan alphabet) chart. At an early age, 
only verbal responses were expected, as the children would learn to respond orally 
and often imitate what the teacher was saying aloud. As the children got older they 
would learn to memorise and recite a phrase or sentence from the Bible with the 
Pastor questioning what they had read (Tagoilelagi, 1995). The Pastors’ schools 
would also have examinations and/or competitions based on Bible stories.  
 
Tuafuti (2000) notes that the literacy skills taught at the Pastors’ schools are extended 
and reinforced in state schools and that “school related literacy programmes shared 
the same values and language functions as those seen in the community” (p.11). 
Reading at school and Sunday school was not always a very interactive process, as 
students were expected to sit quietly and listen to the reader (McNaughton, Amitanai-
Toloa & Wolfgramm-Foliaki, 2009). 
 
It is evident that this more code-based approach to literacy relies less on making 
meaning and is often defined as a more traditional method of teaching reading. The 
emphasis is on sounding out, phonological awareness, pronunciation of common 
spelling patterns and retrieving words from memory (Tunmer, Chapman and 
Prochnow, 2004) and a more data-driven approach to reading comprehension 
(Bruning, Schraw and Ronning, 1999). 
 
An alternative approach to this is based on the notion that what is learnt cannot be 
separated from the context, it is about how meaning is constructed from texts. This 
meaning-emphasis approach relies on children learning through reading, being read to 
and being immersed in a literacy-rich environment. Again it is interesting to note that 
in New Zealand, the current Ministry of Education’s literacy guidelines and 
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initiatives, use a meaning-emphasis approach to reading, where learning is not 
separated from context and is based on the building of meaning from texts. 
 
It is therefore important to acknowledge that the traditional reading practices in 
Samoa, are different from how reading practices in New Zealand would be defined. 
Another important component to note within Samoan literacy is that these traditional 
practices are constructed from social and cultural beliefs as noted by Tuafuti (2000) 
“Samoans use literacy for biblical, moral and cultural instruction and for transmitting 
information that reveals and supports Samoan beliefs and values” (p.11). Tuafuti 
(2000) adds to this by stating that; “for some cultures, literacy is about reading, 
writing, and promoting abstract thought, rationality and critical thinking. To others, it 
is about oral language, memorisation, and transmission of beliefs and values that 
enlighten the knowledge of heritage and ethics” (p.10). 
 
 
2.7  A view of Home Literacy  
 
A socio-cultural approach recognises that school literacy may differ from the kinds of 
literacies that children may experience in their homes and communities. Hence seeing 
how school and home contexts engage or do not with each other is critical (Gregory, 
2007; Nichols & Cormack, 2009). Students’ ability to make connections between 
their known home literacy experiences and new knowledge is critical for literacy 
learning and acquisition. Many socio-cultural theorists argue that it is important to 
view home literacy in a positive light rather than seeing contrasting home literacy 
practices with schools as being a disadvantage to students (Gregory, 2007; Kay, 
Neher & Lush, 2010; Conteh & Kawashima, 2008). Conteh and Kawashima (2008) 
make the point made that ‘teachers themselves need to be informed of the rich and 
diverse ways in which children from different backgrounds can learn at home and in 
the community’ (p. 114). This view is reflected in current Ministry of Education 
publications, such as the Effective Literacy Practice Years 5-8 handbook (2006), 
where teachers are asked to see diversity as a rich resource rather than a difficulty. 
 
As noted by Heath (1983) the language and literacy experiences found in some 
students’ homes are very different from the language and literacy experiences they are 
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expected to participate in school. Heath’s work (1983) identifying the different types 
of literacy observed in three different North American communities is often cited 
when discussing the impact of home reading practices on school literacy acquisition. 
It is research that provides an example of how different community groups interpret 
and practice home reading strategies based on their own cultural values and beliefs, 
where “each community has rules for socially interacting and sharing knowledge in 
literacy events” (Heath, p. 50). 
The home reading patterns in each community were different with one aligning 
closely with school based practices. Within the white, middle class community, the 
children were being exposed to reading patterns that aligned with school practices 
through their interactions with books. These children were being given opportunities 
that allowed them to practise the literacy skills see as school appropriate, learning 
how to take meaning from books and also how to talk about what they had read. This 
pattern was found in classroom interactions when learning to read. 
 
In contrast to this the children from either the white working class or black working 
class communities were experiencing different types of home literacy. Within the 
black working class community there were limited opportunities to read books except 
Sunday school materials. Oral language through story telling was used. For the 
children from the white working class homes rote learning and repetition were the key 
reading strategies being used. Often the book content was not discussed in depth and 
there were limited chances to apply new knowledge to other contexts. The value of 
Heath’s (1983) study is to illustrate the difficulties for both of these groups of 
children once they started learning to read at school. 
 
These differences in how communities value and use home reading strategies and 
practices need to be acknowledged and better understood when considering home-
school connections and knowledge of school practices. Therefore “in some 
communities these ways of schools and institutions are very similar to the ways 
learned at home, in other communities the ways of school are merely an overlay on 
the home-taught ways and may be in conflict with them” (Heath, 1983, p.50). 
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Gregory’s (1999) work exploring home literacy practices views home literacy in a 
positive light arguing that rather than seeing contrasting home literacy practices with 
school as being a disadvantage, it can be seen as a strength. Gregory cites a number 
of different studies that have shown the wealth of literacy practices in low-income 
families. Gregory acknowledges that the importance of family in literacy 
development is recognized but not in a diverse way, in a ‘right’ way. If family 
practices fell outside of this deemed right way they have tended to remain invisible 
to both school and government. 
Gregory (2007) makes a strong challenge for not using deficit thinking around home 
backgrounds, ethnicity and low socio-economic status, aiming to show the power 
teachers and schools have in how they elect to understand and utilise students’ 
varying literacies, seeking to use “contrasting but complementary literacies” (p. 44). 
Street (2004) also argues for  ‘making visible the complexity of local, everyday, 
community literacy practices and how they might be built upon in educational 
contexts (p. 129). 
 
It is important to recognise that there are mixed interpretations for how home literacy 
practices can be seen to complement or contrast with school practices. It is very clear 
that if home literacy practices are to be acknowledged and valued, how schools engage 
with their parents and local communities to activate this knowledge is critical.  
 
 
2.8  Home/School Relationships 
When viewing home and school literacy practices it is essential not to develop a 
deficit model of thinking. This is particularly the case when children are identified as 
not achieving at the expected level for their age cohort. When a deficit model is used 
the blame is often placed on students’ families and communities (and culture) for 
underachievement at school (Dudley-Marling, 2009; Hamel, 2003; Nichols & 
Cormack, 2009). By using a deficit model of thinking the issues surrounding student 
learning are seen to come from out-of-school factors and this creates a problem as it 
potentially allows schools to become disengaged in terms of the impact they can have 
on student achievement (Dudley-Marling, 2009; Nichols & Cormack, 2009). 
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In general terms the expectations for home are based on the school’s way of doing 
things. This involves putting school literacy practices into the home rather than using 
a joint collaborative approach that takes into account the knowledge that can be 
gained from understanding the role and value of home literacy practices on learning 
and achievement. This “one-way model of involvement” that is often being used by 
schools means that parent knowledge and voice may be lost (Conteh & Kawashima, 
2008, p. 113). It is a limited view that is not able to recognize fairly the range of ways 
that parents and families support learning at home (Dudley-Marling, 2009). 
 
In order to move away from the identified ‘one-way model of involvement’ (Conteh 
& Kawashima, 2008) where schools are advising parents about how school-home 
literacy practices and expectations could or should look, an alternative method can be 
used. McNaughton (2001) labels this alternative method ‘co-constructing expertise’ 
(p. 40). This is a more useful approach to take as co-constructing allows teachers and 
parents to develop together shared understandings about teaching, learning and 
literacy. It is argued that educators in New Zealand need to consider new ways to 
make better connections between home and school reading practices for our Pasifika 
students and parents (Cahill, 2006; Dickie, 2011; McNaughton, 2011). Many Pasifika 
parents want to be able to help their children and schools but sometimes do not know 
how to do this and feel their lack of experience with the New Zealand education 
system limits their participation in it (Fletcher et al., 2009; Cahill, 2006).  In addition, 
many schools and teachers do not know how to engage effectively with their Pasifika 
parents (ERO, 2008; Cahill, 2006; Gorinski & Fraser, 2006).  
 
Gorinski and Fraser (2006) identified a lack of New Zealand based research in the 
area of home-school relationships. It was noted that there is awareness from teachers 
and schools around the importance of understanding students’ home backgrounds but 
that there are problems with acting on it. This again shows that theory may not always 
fit with practice when addressing possible mismatches or disconnections for Pasifika 
students and their parents when participating in school learning environments. 
 
In New Zealand discussions around strengthening home and school partnerships are 
often held. Effective home-school partnerships are identified as being a key way to 
engage with parents, families and communities which in turn leads to better 
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educational outcomes for students. Biddulph, Biddulph and Biddulph (2003) state that 
establishing strong home and school connections are the most effective way for 
schools to understand the needs of their diverse learners.  
 
These research findings align with what other researchers have discovered when 
looking at schooling and Pasifika parents (Cahill 1996; McNaughton, 1995; Tufulasi 
Taleni et al, 2007). International studies have also shown that there are clear 
differences between home and school practices for different cultural groups who are 
not in middle class white demographic, where cultural capital is generally aligned 
more closely with the schools (Crozier, 2000; Dudley-Marling, 2009; Heath, 1983). It 
is clear that students need to be able to maintain their cultural identities and teachers 
need to be able to help students recognise and value diversity (Nakhid, 2003). 
 
 
2.9 Looking at Pasifika/School Partnerships 
Within New Zealand Pasifika research, cultural identity has been recognised as a key 
element for supporting Pasifika students’ achievement in literacy (Cahill 2006; 
Fletcher, Parkhill, Fa’afoi, Tufulasi Taleni & O’Regan 2009; Gorinski & Fraser, 
2006). Fletcher et al. (2009) note that there was recognition by their participating 
schools that building students’ first language and integration of culture into classrooms 
plays a key role in confidence and identity, citing some examples of teachers tapping 
into what their students bring into the classroom and finding ways to bridge the gaps 
between home and school literacies.  
In contrast to this, Cahill (2006) states, “few New Zealand teachers have an in-depth 
knowledge of the values inherent in Samoan society and culture” (p.69). Similarly, 
McNaughton (2002) challenges what teachers really know about their culturally 
diverse students, arguing that teachers need to have a better knowledge of what 
literacy skills these students are bringing to the classroom.  Biddulph, Biddulph and 
Biddulph (2003) also cite McNaughton when arguing that teachers and schools need 
increased knowledge of cultural literacy practices and experiences because without 
this they are less able to identify the relevant knowledge and use this into text reading 
and writing school activities. So acknowledging cultural identity is important but 
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establishing ways to value and integrate strategies to promote it within classroom and 
school practices appears to be challenging for many teachers. This type of research 
reaffirms that teachers and schools often have an awareness of the importance of 
cultural identity and making connections for students but may not always be confident 
to act or are being provided with enough guidance in this area.  
Gorinski and Fraser’s (2006) review on effective engagement of Pasifika parents also 
points to the role teachers and schools have in needing to understand students’ 
cultural contexts to be able to foster effective learning relationships. That cultural 
context is interconnected with literacy acquisition for the students.  
 
But there is another crucial element to be considered. If home-school partnerships are 
truly to be equal and meaningful for all involved then knowledge needs to be shared 
in both directions. There needs to be a significant shift from solely implementing 
school practices into homes to what home values and knowledge can be adapted in 
order to make better connections for students from all cultural backgrounds into 
school. There is a need to develop a shared understanding of what effective home-
school partnerships in education look like in terms of practice (Gorinski & Fraser, 
2006, p.2). 
 
There are clear, on-going guidelines from the Ministry of Education (2007) in New 
Zealand directing schools to develop effective home-school partnerships. A number 
of initiatives have been developed to help support schools with this, including the 
Pacific Island School Community Parent Liaison (PISCPL) project, Reading Together 
programme and Pause, Prompt and Praise: reading tutoring (cited in Gorinski & 
Fraser, 2006). These initiatives have shown to be effective in supporting parent 
engagement and home-school connections and have focused primarily on 
implementing school practice into the home. 
 
Within New Zealand, reviews on the experiences of Pasifika students and their 
communities have been undertaken with areas identified for further research. One key 
area is around building positive and productive partnerships between home and 
school. Alton-Lee (2003) through the Best Synthesis Synthesis (BES) framework, has 
recognised that ways to facilitate effective links between school, home and other 
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culturally significant contexts for learners need to be established. Underpinning BES 
(Alton-Lee, 2003) is the key understanding that culture and identities are relevant to 
effective teaching and learning as well as a commitment to fostering relationships 
with families and communities.  
 
 
Another area is teacher responsiveness to the knowledge and experiences Pasifika 
students bring to school, identifying that teacher practices and home-school 
partnerships have the greatest influence on student educational outcomes (Ferguson, 
Gorinski, Wendt-Samu & Mara, 2008, p. 49). Other researchers have also advocated 
for greater co-construction between home and school sites. For example Ferguson, 
Gorinski, Wendt-Samu and Manu (2008) write “when schools, parents and 
communities work effectively together to provide education that best supports the 
strengths, needs and aspirations of students” (p. 35). It is also noted by Ferguson, 
Gorinski, Wendt-Samu and Manu that for true co-construction to work there needs to 
be equal input from all involved but that for Pasifika parents their could be cultural 
constraints around how teachers and school seen. 
 
The Best Evidence Synthesis (Biddulph, Biddulph & Biddulph, 2003), considered the 
community and family influences on children’s achievement and the practices that 
worked best were programmes that allowed for constructive home-school!partnerships 
through strong home-school links and empowering parents by respecting their dignity 
and cultural values as well as aiding understandings of how to help their children 
educationally through the use of community resources, contexts and experiences. It 
was identified that within communities there are the resources and experiences to 
support achievement but that overseas research shows that this is not always 
recognised by schools.!
 
The latest key initiative involving Pasifika education and achievement is the Ministry 
of Education’s Pasifika Education Plan 2013-2017. Clear goals and targets have been 
set involving all sectors of education. For the primary sector a key target is to have 
85% of year! 1-10 Pasifika learners meeting literacy and numeracy expectations, 
including achieving at or above in National Standards by 2017. Linked to this is the 
goal for “closer alignment the learner’s educational environment and their home 
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and/or cultural environment, so that communities, education providers and services, 
are using their individual, collective and cultural connections and affiliations to work 
together towards better outcomes and better results” (Ministry of Education, 2013). 
 
 
2.10  Positioning this research thesis 
 
For this thesis, the researcher’s interest and aim was to explore if there are shared 
understandings between the groups involved in learning and achievement for Samoan 
students – schools, the students and their parents in relation to knowledge around 
reading practices at home and school. From a school perspective, the current 
pedagogy that surrounds good effective literacy practice has been reviewed earlier in 
this chapter to provide a background to school reading practices. The directions and 
guidelines being promoted by the Ministry of Education at present are used to inform 
teachers and schools on the implementation of best practice.  
 
By investigating parent and student perceptions and experiences of reading 
knowledge and practices, the aim is to add value to school-home partnerships through 
a focus on learning between parents, schools and teachers to enhance student 
achievement. Through gaining greater understandings of what Samoan parents’ 
perceptions of home reading knowledge and practices are, better connections may be 
able to be made between home and school that enhance engagement and achievement 
for Samoan students as well as inform current school literacy practice and pedagogy. 
 
It seems crucial for school to ‘create opportunities for parents to talk back to schools – 
and for schools to listen’ (Dudley-Marling 2009, p. 1745). This acknowledges the 
importance of building dialogue and relationships between home and school worlds in 
relation to reading practices. Schools have a responsibility to connect the literacies of 
home and school (McNaughton, 1995). 
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CHAPTER THREE: METHODOLOGY  
 
3.1  Introduction 
 
In this chapter the research methodology and procedures used are outlined. The 
chapter starts with the research questions to be investigated and then provides 
information on participant and site selection, data collection and analysis methods 
used as well as the ethical considerations and limitations encountered during this 
research.  
 
3.2 Research questions 
The Primary Question is; 
How do the cultural values and experiences of Samoan parents influence the 
home reading practices they employ with their children in New Zealand?  
The Secondary Questions are; 
What home reading practices are being used?  
What are their children’s experiences of home reading practices? 
What knowledge of New Zealand school reading practices is evident? 
 
3.3  The Theoretical Framework 
The primary purpose of this qualitative case study research was to explore Samoan 
parents and their children’s experiences and perceptions of learning to read and the 
role this plays in home reading practices.  For the parent participants two areas were 
explored; their experiences of learning to read as children in Samoa, the influence of 
this on home reading practices with their own children and their knowledge of school 
practices in New Zealand. The student participants’ responses relate to their home 
reading experiences in New Zealand. From this information the aim was to examine 
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whether there are connections or disconnections between home and school reading 
practices for these parents and their children in a New Zealand context.  
 
Qualitative research is based on the assumption that individuals living and interacting 
within their own social worlds construct ‘a reality’ (Creswell, 2003). A qualitative 
researcher’s main interest is to understanding how people construct meaning from 
their life experiences and make sense of the world that they live in. By using a small 
number of participants a rich description is formed that allows the researcher to form 
a detailed picture of the social and cultural values and influences within a specific 
group or community. Creswell (2003) argues that the construction of meaning is 
shaped in part by the cultural values and beliefs in which people encounter within 
their communities. It is a form of interpretative inquiry, where the researcher makes 
an interpretation of what they see, hear and understand. 
A qualitative approach was used in order to compare the participants’ experiences in 
depth. The focus was to explore the participants’ experiences to gain insights into the 
cultural values and practices that have helped form and impact on the home reading 
practices they employ. The evidence came from what the participants recalled and 
interpreted about their reading experiences and actions both in Samoa as children and 
now as adults with their own children in New Zealand. 
Within the realms of qualitative research, a case study structure was selected to allow 
for in-depth understandings of a specific case within a real life, contemporary setting. 
A case study enables the researcher “to illustrate an issue, and compile a detailed 
description of the setting for the case” (Creswell, 2013, p.102). Research shows that 
cultural values vary between communities and there is often a disconnection between 
home and school practice for cultural groups that are not defined as white middle 
class  (McNaughton, 1995; Heath, 1983; Au, 2011). This research aims to add further 
evidence to this by providing insights into how the cultural childhood experiences of 
learning to read in Samoa have influenced and shaped the home practices being 
employed. In addition to this the parent participants’ knowledge of school reading 
practices in New Zealand is examined and used to further develop the notion of the 
disconnections between home and school practices. 
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A case study’s focus is on holistic description and explanation (Merriam, 1998). It is 
defined as research that “provides a detailed account and analysis of one or more 
cases” (Johnson & Christensen, 2012). By reviewing in depth the experiences of 
learning to read in Samoa as well as the thoughts and ideas around home and school 
reading practices in New Zealand for the research participants, a picture emerges of 
the cultural beliefs and actions that are being employed. From this conclusions can 
then be drawn to see if there are connections or disconnections regarding reading 
practices.  
 
It is also important to note here that a sociocultural perspective has been used to 
inform and guide the analysis of this research. Here literacy is seen as “a set of social 
and cultural practices that involve specific ways of interacting with people, specific 
ways of using language, specific sets of values for various kinds of behaviour, and 
specific sets of interpretations for understanding and guiding behaviour” (Dudley-
Marling, 2009). The value of using a sociocultural perspective is that it allows for 
home literacy practices and experiences not to be seen in a deficit mode but as 
practices to valued and better understood to enhance home and school connections. 
This is a vital intention of this research, to promote an informed awareness of the 
social and cultural values that help shape the home reading practices of Samoan 
parents and their children is of value to all educators. “Teachers themselves need to be 
informed of the rich and diverse ways in which children from different backgrounds 
can learn at home and in the community” (Conteh & Kawashima, 2008, p. 114). It 
needs to be acknowledged that there are different cultural values at play and that 
children’s learning opportunities are structured differently but that “understanding 
different cultural practices does not require determining which one is ‘right’, we can 
be open to possibilities that do not necessarily exclude each other” (Rogoff, 2003, p. 
368). 
Rogoff’s three planes of analysis (1995), which were outlined in Chapter Two, are 
used to explore the participants’ acquisition of reading skills through their 
participation in various social and cultural activities.  Using Rogoff’s notion of guided 
participation enhances this further. Guided participation is defined as a way “to help 
us focus on the varied ways that children learn as they participate in and are guided by 
the values and practices of their cultural communities” (Rogoff, 2013, p. 284). 
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3.4  Pasifika Research Methodology 
The methodology used for this research has been guided by the Pasifika Methodology 
principles. The Pasifika Education Research Guidelines (Anae, Coxon, Mara, Wendt-
Samu, & Finau, 2001) set out clear strategies to ensure that Pasifika values and beliefs 
underpin research that involves Pasifika people as participants.  
Ownership and consultation throughout the research process is recommended by 
creating opportunities for the sharing of purposes and goals by and for participants. 
Another key strategy is to provide insights into the uniqueness and reality for Pasifika 
people (Anae et al., 2001). This involves incorporating key Pasifika beliefs and values 
into the methodology being used. The key Pasifika values that have been included in 
this research are verbal negotiation rather than written, perceptions of ‘time’ and the 
notion that church and culture are inseparable. These strategies have been used where 
possible to guide this research and the processes used have been outlined below. 
 
For myself as a Pakeha researcher, one way to support this has been through 
consultation with a Samoan advisor. Initial contact was made with a Samoan support 
person, who is an experienced teacher and teacher educator at Victoria University. 
Appropriate ways to approach and engage with Pasifika participants were discussed. 
It was advised that a direct face-to-face approach be taken as well as flexibility from 
the researcher around time and place for interviewing. Initial introductions are vital 
for establishing good rapport and open communication lines. Showing appreciation 
for the time spent through the sharing of food or a small gift would take place at the 
end of the data collecting stage. The sharing of findings in an open and respectful way 
was also a critical component.  
 
Another factor that was identified as a possible obstacle for ownership and 
participation was the participants’ confidence in using English to express their 
thoughts and ideas. The fact that language might be a barrier for some participants 
was discussed and it was decided that due to the small-scale nature of this research, 
using an interpreter to support with language translation would not be feasible. 
Therefore one of the attributes for participant selection was their confidence to share 
their experiences and ideas in English. The research information sheet and consent 
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form were both translated into Samoan to support the participants with understanding 
what was involved if they elected to participate. 
 
I have been a teacher at the school selected on and off for the last ten years and 
currently hold a position within the senior management team.  The relationships I 
have within the school community already can be seen as advantageous but may also 
hold some limitations. It is important not to undervalue the role established rapport 
plays in qualitative research. The relationships already established with the 
participants have been based on positive, honest interactions. I have had ongoing 
opportunities to gain their trust and respect. This I feel has supported my research not 
hindered it. 
 
 In order to get open and honest dialogue my role as a researcher rather than a teacher 
needed to be clearly defined. Being in a leadership position meant that I needed to 
convey to the participants that the research process would be on an equal footing to 
counter the power relations that were likely to be present.  The primary aim was to 
convey to the parent and student participants that they had something of value to say, 
that their experiences and ideas would be heard and used in ways that make a positive 
contribution to our understandings of home reading practices. I aimed to promote the 
idea of power sharing and identified that the positive information provided could be 
used in purposeful ways to strengthen home-school partnerships. 
 
It is identified that the ‘interviewing relationship is fraught with issues of power – 
who controls the interview, who controls the results, who benefits’ (Merriam, 1998, p. 
86). By acknowledging this, I endeavoured to be nonjudgmental and respectful during 
all interactions. Part of being an effective researcher is ensuring your own personal 
views remain anonymous throughout the research process; this principle applies 
regardless of the site being known or unknown. 
 
An issue identified by Anae, Coxon, Mara, Wendt-Samu, and Finau (2001) is that 
recruiting Pasifika participants can be difficult for non-Pasifika researchers due to 
their lack of knowledge of Pasifika networks and structures. By having established 
relationships within the community I work, this issue could be addressed. The power 
and value of working within your own community to foster positive interactions 
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between home and school sites, that could be beneficial for all involved is critical to 
this research. 
 
For many Pasifika parents, teachers are held in high regard and there is an underlying 
trust that it is the teacher’s role to educate their children and they may not always be 
confident or comfortable in a school setting (Fletcher et al, 2009; McNaughton, 
2001). Therefore an overarching goal for me as the researcher was to convey that 
communication with parents is most effective when teachers listen with respect so 
‘stories and wisdom of families can be heard, acknowledged, responded to and 
valued’ (Kay et al., 2010, p.417). This approach aligns with Pasifika methodology, 
the notion of Talanoa as a way to discuss and share ideas was employed. Talanoa is 
known in the Pacific region as a talking methodology. Its meaning can be broken 
down, ‘tala’ meaning ‘talk’ or ‘story’ and ‘noa’ meaning ‘nothing’ or ‘void’. ‘Noa’ 
can also mean ‘never ending’ or continuous. (Amituanai-Toloa, McNaughton, Kuin 
Lai & Airini, 2009, p.39). 
 
Fletcher, Parkhill, Fa’afoi, and Morton (2006) identify that using Talanoa 
methodology both supports and challenges traditional approaches to qualitative 
research. It uses a less formal (unstructured) structure for interviewing participants, to 
allow for more free flowing conversations. This type of oral, interactive approach 
aims for more shared ownership over direction and discourse (Fletcher et al., 2006).  
By using Talanoa methodology, the aim is to facilitate a culturally sensitive, 
collaborative approach between the researcher and the participants as they tell their 
experiences. Talanoa research is all about ‘storying’, based on face-to-face verbal 
interactions between researchers and participants (Vaioleti, 2006). 
 
To ensure trustworthiness of this research I aimed to ensure my own personal views 
of students, parents and my philosophy of teaching and learning did not bias the 
interpretation of data. When considering issues of validity, the following strategies 
were used. There was triangulation of interview data through analysis of both parent 
and students interview responses. Member checking took place during the follow up 
interviews, through the second Talanoa session with parent participants and transcript 
checking with the student participants, in order to clarify ideas and findings in a 
collaborative way.  
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This process of member checking allowed me to check my interpretations of the 
participants’ experiences and the ideas shared with the participants themselves. As the 
researcher, I shared key parts orally with the participants to support with meaning and 
comprehension of the transcripts.  This collaborative and consultative approach to 
data sharing is consistent with the Pasifika Education Research Guidelines (Anae et 
al., 2001). It allowed for further dialogue, consultation and ownership between the 
researcher and participants. 
 
3.5  Research Design  
3.5.1 The Setting 
This research was carried out at an urban contributing decile 2 primary school in a 
New Zealand city.  The school caters for Years 1 – 6 and at the time had 
approximately 190 students. It is a diverse, multicultural school with a wide number 
of ethnicities represented. During the time that the research was undertaken the 
Pasifika student population made up 35% of the school roll, with 25% identified as 
Samoan. 
 
3.5.2 The Participants 
Purposive sampling was used for participant selection. Current Samoan parents were 
identified from the school database who met the set criteria. The established criteria 
included the following attributes; 
• Born in Samoa 
• Some experience of schooling in Samoa 
• Parent of a currently enrolled Year 4-6 student 
• Confident to share their experiences and ideas in English 
• Had been part of the school community for more than 1 year 
 
These attributes were selected in order to gain insights into Samoan born parents with 
school experiences in Samoa and the impact this has when contributing to a new and 
different education system for their children in New Zealand.  
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All potential parent participants were approached in person to gauge if they were 
interested in participating and to confirm that they met the set criteria. The number of 
participants who fitted the criteria was small. In total there were eight eligible families 
and from this five parents expressed an interest in participating after the initial 
consultation meeting was held. These parents were given the option of who would 
participate, either one parent or both. All five female parents elected to be interviewed 
individually. The five parent participants’ children were also interviewed. 
 
For the confidentiality of the participants’ identities, their names are not mentioned in 
the research, rather they are referenced as Parent Tasi, Parent Lua, Parent Tolu, 
Parent Fa and Parent Lima. The Samoan numbers from one to five. The children’s 
responses were grouped so numbering was not needed meaning no direct quotes were 
used. 
 
3.6 Data Collection  
One of the key principles guiding data collection for this research came from The 
Pasifika Education Research Guidelines (Anae et al., 2001). Empowerment comes 
from active and positive consultation with participants throughout the research 
process. Here the term empowerment is used both for the researcher and people being 
researched. The procedures followed during this research aimed to support this. Data 
collection comprised of four parts. 
• Initial Parent consultation meeting 
• Parent Talanoa Interview One sessions 
• Parent Talanoa Interview Two sessions 
• Student Pair Talanoa Interview sessions 
 
 
3.6.1 Initial consultation meeting 
An initial consultation meeting with parents was held in order to achieve more equal 
power sharing of the research process. This was intended to help address the balance 
of power and provide a greater level of consultation between myself and the 
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participants. The initial process had been to have one meeting involving all eligible 
participants but due to time and coordination restrictions involving the participants, 
two meetings were held. 
 
At both initial meetings the research topic and purpose were shared with the parents 
with feedback being sought. It was outlined that how the data would be collected was 
based on parent participant choice and that they could nominate how they would like 
to share their experiences and ideas. The purpose of this was to allow for consultation 
regarding data collecting therefore giving parents a greater level of input to ensure 
appropriate levels of comfort and safety were achieved. The type of interview that 
parents could nominate to participate in ranged from individual, to pair or group.  
 
From the initial consultation meetings, five parent participants volunteered to 
participate and consent forms were shared and completed at this stage. Information 
and consent forms were available in both English and Samoan. Having the forms in 
Samoan was used to aid with understandings of the research and was deemed to be 
culturally appropriate and recommended by my Samoan advisor. It was evident by the 
response from individual participants that this was valued and appreciated. The 
general topics to be discussed during parent Talanoa interviews were given out and 
briefly explained. The purpose of this was to allow the parent participants time to 
think and reflect on their ideas and experiences before attending interviews. This was 
a further recommendation given as consideration for the participants whose first 
language was not English. 
 
The Pasifika Education Research Guidelines (Anae et al, 2001) identify face-to-face 
interviews, either with individual or groups, as the most effective type of qualitative 
interviews for Pacific peoples. These interviews need to allow participants to build 
familiarity not only with the researcher but also with the research topic, questions and 
methodology. 
 
All five participants elected to be interviewed individually rather than in pairs or as a 
group. The Talanoa interviews were audiotaped and transcribed. An interview 
protocol was established to ensure consistency and clarity during data collecting. 
Audiotaping is identified in the Pasifika Education Research Guidelines (Anae et al., 
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2001) as a potentially problematic area for Pasifika participants. In order to address 
this, clear explanations about the value and purpose of audiotaping were shared with 
participants to avoid any anxiety or concerns about their experiences being taped. The 
existing rapport between the participants and researcher also helped with this. 
By audiotaping the Talanoa interviews, I was ensuring accurate recording of 
everything that had been said and looking for any possible improvements to my own 
questioning techniques. 
 
 
3.6.2 Parent Talanoa Interview One 
 
Parent Talanoa interviews were held at times and locations that had been nominated 
by the five participants. During these interviews a ‘Talanoa’ (conversation) format 
was employed. 
 
An informal trial interview took place prior to individual Talanoa interviews being 
held to trial questions and establish which ones might be confusing and need 
rewording as well as helping with question ordering. This was informal and no data 
from it was included in the research findings.  
 
Each Talanoa interview began by asking the participants to share some details of their 
own family backgrounds (See Appendix A: Parent Background Information). The 
Talanoa interviews were based around pre-prepared questions, but flexibility was 
used, to allow parents the opportunity to guide and/or elaborate when they wanted to. 
A set of main questions with secondary probes were formed to help with elaborating 
ideas and seeking more in-depth answers (See Appendix B: Talanoa Schedule for 
Parents). The main questions discussed during the Talanoa interviews were grouped 
into four key areas;  
• Their own school reading experiences 
• Their perceptions, beliefs and values about reading 
• Current home reading practices being employed 
• Their knowledge of school reading practices 
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3.6.3 Parent Talanoa Interview Two  
 
A second individual interview was held with the five participants in order to share 
back orally the interview transcripts. This provided clarification and feedback for 
myself as the researcher as well as using the strategy of member checking for validity.  
This approach supports two key Pasifika values as identified in the Pasifika Education 
Guidelines (Anae et al., 2001), the importance of talking things over and using verbal 
negotiation when interacting with Pasifika parents. It meant the information was 
shared orally in a supportive way rather than giving the transcript written in English. 
This also aimed to allow the participants to decide what was important rather than the 
researcher seeing or ignoring meanings that do not fit with the research (Nakhid, 
2002).  
 
The second Talanoa interview sessions also allowed for further questioning and 
opportunities to clarify some perceptions and thoughts recorded during the first 
Talanoa interview sessions (See Appendix C: Talanoa Two Schedule for Parents). 
The need to do this came about after some initial analysis of the transcript data 
recorded from the first Talanoa sessions. It became clear that more information was 
needed on the skills being taught by parents, teachers and the church in Samoa in 
order to link this to the cultural values and knowledge of New Zealand reading 
practices. 
 
In order to support the participants clarify some of their thoughts further on learning 
to read and what components are important when learning to read, their responses 
were combined together to form a summary list. The participants were asked to rank 
this list in terms of importance as well as add any additional ideas. A list of responses 
was also compiled in a similar way for the differences about learning to read in 
Samoa and New Zealand (See Appendix D: Parent Talanoa Summary Lists). 
 
The Pasifika value of the significance of gifting with food or using another form of 
appreciation was important to acknowledge. Therefore a ‘gift’ for participating was 
given in what was deemed to be culturally appropriate. 
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3.6.4 Student Group 
 
The parent participants’ children were also interviewed. If a parent had more than one 
child attending the school, their oldest child was selected. The age range was from 8 
to 11 years old. The purpose of these interviews was to add student voice and help 
inform if there were common understandings between parents and their children 
regarding the connections between home and school reading practices. In addition 
these interviews aided with data triangulation. Questions were formulated that 
allowed for links to be made between parent and student interview responses. For the 
student participants the questions asked aimed to establish what reading experiences 
were like at home, who helps and how, and if school reading activities or practices are 
used. (See Appendix E: Talanoa Schedule for Students). 
 
The aim was to interview the parent participants’ eldest child but participation for 
these students was optional. As many of the school’s Samoan families are large there 
was the opportunity to interview another family member if necessary. This 
opportunity did not need to be taken up, as all students approached were willing to be 
involved.  
 
The students were interviewed in pairs. This allowed the students to support and 
prompt each other through the interview process. These interviews took place at 
school, a setting that was familiar to the students and allowed for easy access by the 
researcher.  
 
During all the data collecting stages, my reflections were recorded in order to add 
descriptive notes of behaviour observed and to begin to think about the themes that 
started to emerge for data analysis.  
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3.7 Data Analysis 
After transcribing the interview data collected, the transcripts were read several times 
to obtain a general sense of the information gathered and make some early 
interpretations. This initial analysis showed a number of common experiences across 
the parent participants regarding learning to read in Samoa. It also showed that as a 
group, their knowledge of school reading practices in New Zealand were limited.  
 
A coding process was developed to organise the data. This presented a set of specific 
words that continued to run throughout all of the participants’ transcripts. This way of 
coding helped to locate the participants’ perceptions and the meanings assigned by 
participants to specific words. These words were highlighted and then grouped to 
form the three key themes of oral language, rote learning and decoding. 
 
The data also needed to be grouped into different sections for analysis and to aid 
answering the preposed research questions.  
 The sections devised from the research questions included; 
• The parent participants’ memories and experiences of learning to read in 
Samoa 
• The home reading practices being employed by the parent participants 
• The children’s views of home reading practices 
The three key themes of oral language, rote learning and decoding are evident 
throughout the different sections.  
 
A separate section looked at the parent participants’ knowledge of school reading 
practices in New Zealand. This was used in conjunction with the participants’ 
experiences of learning to read in Samoa to analyse if connections or disconnections 
could be made between home and school reading practices. 
 
 
3.7.1 Rogoff’s three planes of analysis 
 
Rogoff’s (1995) three planes of analysis framework was used to further support with 
the coding and interpreting of data. Using Rogoff’s three planes of analysis allowed 
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for interrelating and interpreting of the emerging themes as they relate to connections 
or disconnections between home and school reading practices as well as identify the 
key social and cultural values and actions of the participants.  
 
Rogoff’s (1995) planes, as described in Chapter Two, are defined as participatory 
appropriation (at the personal level), guided participation (at the interpersonal level) 
and apprenticeship (at the community/institutional level). Emphasis is placed on the 
patterns of participation that occur in sociocultural activities. These planes do not sit 
in isolation from one another; making the individual and environment interdependent. 
The first plane shows the individual on their own, the second shows the social 
influence of others and the third shows the cultural influences. This framework 
provides the researcher with a lens for describing the adult and student participants’ 
experiences of learning to read. It also provides insights into the impact literacy 
settings beyond school have in shaping one’s literacy experiences and acquisition. 
 
Triangulation of data was achieved by analysing the similarities and differences 
between the parent and students interviews. By interviewing parents and their 
children, insights into the perspectives of both were gained and explained through the 
three identified themes of oral language, decoding and rote learning and the 
interconnected planes of analysis (Rogoff, 1998). This cross checking of information 
was then used to strengthen the conclusions made.  
 
Data analysis became a collaborative process, with input from the participants as well 
as support from my Samoan advisor and supervisor to capture the cultural and 
personal experiences of the participants was critical to ensure an honest, in-depth 
picture emerged.  
 
 
3.8        Ethical considerations 
 
This research was subject to the requirements of Victoria University of Wellington 
Research Human Ethics Policy with approval being gained before research began. 
There was a strong emphasis placed on aligning the research with culturally 
appropriate procedures recommended by the Pasifika Education Research Guidelines 
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(Anae et al, 2001) and NZARE Ethics Guidelines. Practical advice was also gained 
from my supervisor and Samoan advisor. 
 
The Principal of the primary school selected for this research was approached and 
consent was sought for this research. He was informed of the proposed research in a 
personal meeting with the researcher and in an information letter and made aware of 
what would be expected from the school, the teachers and the students involved. 
Permission was gained for the research on the understanding that the researcher 
would be responsible for the conduct of the research. 
Interested parent participants were invited to attend initial consultation meetings 
where the research project was outlined. An Information Sheet for the research was 
shared at this time and potential participants understandings of the study was gauged. 
It was made clear that their participation was voluntary. Consent forms were gained 
from the participating parents. 
 
A meeting was held with the student participants and the purpose of the research 
project was explained to them. The researcher had already gained consent for them to 
participate in research project during the parent participants meetings. All five 
students agreed to participate in the research and permission slips and information 
letters were shared and signed.  
 
If at any time, a student requested that something not be shared with others, it was not 
recorded and would not appear in the final report.  Their ideas remained confidential 
to the researcher and student participant. This safe guard was applied to the parent 
participants as well. The strategy of member checking also helped to ensure 
participants’ safety. If negative experiences by either student or parent participants, 
were expressed an ethical decision regarding if they are recorded or not was made by 
the researcher.  
 
Confidentiality for participants is critical. For Pacific peoples the issue of 
confidentiality can be centred on the “concern that their personal and/or family 
information might be inappropriately exposed and thus bring familial and personal 
shame” (Anae et al; 2001, p. 40). To safeguard against this it was important to ensure 
 39 
that all participants have a clear understanding of the protocols in place regarding 
confidentiality, parent participant input into how these protocols looked was sought 
and discussed at the initial parent meeting(s). 
 
A point to make is that “protection of confidentiality occurs more by the 
establishment of confidence and trust between the interviewer and interviewee, than 
by the mere signing of written ethics consent forms” (Anae et al; 2001, p. 40). The 
parent relationships that have already been established with myself can be seen as 
advantageous in this regard. 
 
The following appendices have been included; 
Appendix F:  Information Sheet for School Principal 
Appendix G: Consent Form for School Prinicpal 
Appendix H: Information Sheet for Parents (English/Samoan versions) 
Appendix I: Consent Form for Parents (English/Samoan versions) 
Appendix J: Information Sheet for Students 
Appendix K: Consent Form for Students 
 
3.9  Limitations 
This is a small-scale piece of educational research, that involved a small sample of 
participants and therefore any findings or conclusions drawn here are not 
generalisable. In addition to this, unfortunately one of participant was unable to 
complete a second Talanoa session due to her family moving to Australia. This also 
meant that one child was unable to be interviewed. 
 
The parent responses are taken at face value. No attempt was made by myself to 
verify what the parents reported, their responses are based simply on childhood 
reading memories and experiences and what reading practices they identified they 
participated in with their children.  
 
Like any researcher, I have attempted to remain neutral through this research but the 
way the parents’ responses have been interpreted, is likely to have been influenced by 
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my own cultural background and professional training. That is the nature of social 
science based research and a common limitation for beginning researchers. As the 
primary researcher and holding a senior management position at the selected school, 
being seen in a position of power by the student and parent participants may have also 
had an impact. 
The parent participants’ understanding of the questions being asked could also be 
seen as a limitation. There were times when some of the participants experienced 
language difficulties when trying to articulate their responses to certain questions. My 
limited knowledge of Samoan customs and values and the language may have also 
hindered our Talanoa sessions at times. 
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CHAPTER FOUR: FINDINGS AND DISCUSSION – A SAMOAN CONTEXT  
 
4.1 Introduction 
 
Chapters Four and Five combine the research findings and discussion to explore the 
participants’ thoughts and cultural values on learning to read.  The aim is to enhance 
understandings of the role social and cultural practices have on reading acquisition for 
this group of Samoan parents and their children. Central to this research is an 
understanding that reading practices vary for different cultural groups, leading to 
different interpretations and values of how we learn to read and the impact this may 
have on home and school reading practices.  
 
From exploring the primary research question which sought information on how do 
the cultural values and experiences of Samoan parents influence the home reading 
practices they employ with their children, it became evident that the five parent 
participants were expressing similar cultural interpretations of how children learn to 
read. These interpretations were then used to identify if there were any shared 
understandings of reading practices between home and school for these parents. From 
this the researcher was then able to look for evidence of connections or 
disconnections between home and school reading practices. 
 
Chapter Four explores the participants’ cultural values and experiences of learning to 
read in Samoa through the literacy sites of the Pastor’s house, primary school and 
home. The participants’ memories and experiences are grouped into three themes that 
represent the key literacy practices that have contributed to their understandings of 
reading acquisition in Samoa. The identified themes are the importance of oral 
language, the role of rote learning through repetition and memorization and lastly 
decoding accurately. 
 
Chapter Five contains the findings and discussion on home reading practices being 
employed by the participants in New Zealand and their children’s views of home 
reading practices. The participants’ knowledge of New Zealand school reading 
practices is also explored. From these findings, the connections or disconnections 
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between school and home reading practices for the participants and their children are 
identified. 
 
Each chapter contains a series of participant responses that help to build a rich picture 
of the cultural and social practices that have helped shape and influence the values 
and actions around reading acquisition for these participants both in Samoa and New 
Zealand.  
 
As outlined in Chapter Three, a socio-cultural perspective has been taken to interpret 
findings and frame the discussion.  The fundamental belief here is that literacy is tied 
to a person’s cultural and social background – the languages, values and beliefs that 
these bring to make meaning and gain identity (Pahl & Roswell, 2005; Street, 1997). 
This perspective sees literacy as a social process – a cultural activity (Nieto, 2010). It 
is also important to note that as for any cultural group, literacy in Samoa is based on 
the cultural values and beliefs held by its people. Samoan literacy is associated with 
cultural behaviour, traditions and family and church expectations  (Tuafuti, 2000). 
 
Rogoff’s three planes of analysis framework (1995) sits within a socio-cultural 
perspective and is used to interpret the findings. It is a framework that allows 
emphasis to be placed on the patterns of participation that occur in socio-cultural 
activities, through the three planes of participatory appropriation, guided participation 
and apprenticeship as the participants learn to read. The aim is to use a sociocultural 
analysis approach “that requires considering how individuals, groups and 
communities transform as they together constitute and are constituted by socio-
cultural activity” (Rogoff, 2003, p. 161). Using this framework will enable the 
cultural values and experiences of the participants to be unpacked which will provide 
insights into rationale for the reading practices they undertaken and use in New 
Zealand. 
 
Rogoff’s framework (1995) is multidimensional which allows human relationships 
and interactions to be viewed in different sites in relation to reading acquisition and 
practices. Insights into the impact of literacy sites beyond school in shaping reading 
experiences and acquisition can be identified. It is important to understand that all 
 43 
three planes; the individual, interpersonal and community within learning are not 
independent units but connected.  
 
The adult and child participants’ responses from the Talanoa interview transcripts are 
presented in italics to provide evidence of the emerging themes. Occasionally the 
responses have been lightly edited for clarity.  This editing has only been used when 
necessary to ensure responses are grammatically correct and care has been taken to 
ensure that the meaning has not been altered in any way. A set of guiding questions 
were used (See Appendix B: Talanoa Schedule for Parents), with additional prompts 
when needed. The responses stem from across the Talanoa questions. 
 
 
4.2 Three literacy sites in Samoa: Pastor’s House, Primary School, Home 
 
The five parent participants’ childhood memories and experiences of learning to read 
in Samoa came from three different literacy sites; the Pastor’s house, primary school 
and home. For all the participants there were some common features within these 
sites. These features have been outlined briefly below to provide background 
information. 
 
For all participants the role of the local village Pastor was hugely important in their 
shared memories and experiences of learning to read. The literacy sessions held at the 
Pastor’s house were viewed as a critical component for reading acquisition for these 
participants. This finding is consistent with other research on Samoan literacy 
practices. Duranti and Ochs (1993) and Tuafuti (2000) have noted that within Samoan 
society the Pastor’s role in teaching and learning is seen as a key component for early 
literacy acquisition. It is interesting to note that for all participants the experiences 
shared regarding learning in the Pastor’s house were positive and memorable. It 
appears that the approach being used by the Pastor (and his wife) was supportive and 
community based for these participants. 
 
All five participants interviewed had attended primary school within their village. In 
Samoa, children start school at age 5 and move on to secondary school at age 12. The 
majority of children enter primary school with a good grasp of the Samoan language, 
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through alphabet and Bible lessons with the Pastor and at Sunday School, with 
English lessons being taught daily at most schools (Pouono, 2009).  For these 
participants, school generally finished at 1pm each day, with the rest of the day taken 
up with lessons from the Pastor, home chores and evening rituals.  
 
In Samoa the traditional family home is the fale. A traditional fale is open, with no 
windows or doors and is a meeting place for family and guests, and an important 
place for extended family. The traditional fale is still the dominant form of housing in 
Samoa today but there are some families living in more European style houses. The 
Bible is the primary reading resource available and is an important part of daily life 
for many families (Dickie, 2008; Tagoilelagi, 1995). The Bible was seen by all 
participants as an important resource and regularly used within their own home 
environments.  
 
While the three literacy sites are separate there are similarities across them in regards 
to reading practices. The sites all provided reading activities and experiences that 
have helped shape the participants’ own cultural values and understandings of reading 
acquisition and learning. These shared memories from the different literacy sites are 
used to identify the cultural values and experiences. The impact of this on the home 
reading practices being employed by these participants in a New Zealand context in 
explored in Chapter Five. The participants’ responses give insights into the 
relationships and interactions between the participants and their Pastors, family 
members and teachers as well as the wider community.  
 
 
4.3 Three Reading Themes: Oral language, Rote learning, Decoding 
 
From the five parent participants’ childhood memories of learning to read in Samoa, 
across the three literacy sites, a series of key words emerged and these were then used 
to form three themes around learning to read and reading practices. The reading 
acquisition themes formed from analysis of the Talanoa transcripts were;  
• The importance of oral language practices 
• The role rote learning plays through repetition and memorisation 
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• The strong emphasis on accurate decoding 
 
The first theme of oral language involves the practices of listening, reciting and 
singing. As outlined in Chapter Two, Samoa has a strong oral tradition with listening 
and speaking skills being highly valued both culturally and academically. 
Historically, oral communication was the dominant practice used and is still evident 
today (Duranti & Ochs, 1993; Tuafuti, 2000).  
 
Rote learning through memorization, repetition and practice forms the second theme. 
Rote learning is based on the notion that the learner will be able to quickly recall the 
meaning of the material the more it is repeated. Often this can take place without an 
understanding of the reasoning or relationships involved in the material that is 
learned.  
 
The importance of sounding out and pronouncing words correctly is grouped under 
decoding and forms the third theme. Decoding involves sounding out letter sounds 
and blending letters through phonemic awareness extending into pronouncing 
common spelling patterns correctly and building sight word knowledge (Ministry of 
Education, 2010).  
 
From the findings of this research it could be suggested that the cultural values and 
beliefs connected with oral language, rote learning and decoding form the basis of 
Samoan literacy practices for these participants. These are culturally valued teaching 
strategies and practices when learning to read in Samoa. This reinforces the notion of 
literacy activities becoming cultural based community activities that through 
apprenticeship are passed down to the next generation (Rogoff, 2003).  Analysis of 
the participants’ responses and how they interpreted my questions showed a strong 
preference towards these three reading acquisition themes, which can be defined as 
skill based in orientation. This led to the interpretation that the participants’ 
experiences of learning to read were based heavily around a code-based approach to 
literacy acquisition as described in Chapter Two; where the skills of decoding, 
memorization, recitation and rote learning are emphasised (Tunmer, Chapman and 
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Prochnow, 2004). There is a greater emphasis in the early years of learning to read on 
teaching sounds and letters and word-level strategies. 
 
It is crucial to consider the cultural and social impact this has on home-school 
connections for Samoan families engaged in the New Zealand education system. This 
will be discussed further in Chapter Six. 
 
4.3.1 Oral language – listening, reciting and singing 
 
The oral language skills of listening and speaking were highly valued by all 
participants. The participants’ responses revealed some of the cultural influences that 
facilitated these oral language activities. It was evident that the participants felt that 
learning to read was strongly associated with listening. Listening carefully to the 
teacher was seen as important for making sure you were learning as well as being 
respectful towards your elders. The response quotes below provide examples of this, 
the importance of listening carefully to the teacher to ensure you could complete what 
was asked of you as well as not getting yourself into trouble. Here the teacher models 
a pattern of behaviour to the children. It is an example of how the participants are 
being apprenticed into their community’s ways of reading (Rogoff, 1995). 
 
The teacher has to read to you and you have to listen, you have to repeat and listen. 
(Parent Tolu) 
And we used to listen to the teacher very carefully, if you are not doing your 
homework, you can get in trouble from the teacher. (Parent Fa) 
 
Four of the five participants shared their experiences of learning English through 
listening to radio stories provided by the Samoan Education Department at primary 
school. Listening to the radio happened regularly and was a well-used tool for 
learning English (REF). The process involved a story being read in English with a 
series of questions asked at the end. The teachers would write down the questions 
read out on radio for the children to answer back in their own classrooms.  
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Three classes would come together - you would all sit there and listen. A time was 
arranged to air it, so all schools could listen. They would read a story and ask 
questions about it. We would go back to our own class, to answer the questions. Then 
the next week, back for the same thing. We would relook at last week’s work. There 
would be an overview of what was talked about last week. 
(Parent Lima) 
 
Another participant talked further about how the radio was used for singing and 
learning English. Singing was seen as an enjoyable and important way for this 
participant to memorize and practice words and phrases in both English and Samoan. 
 
There was a programme on the radio, for all school  - we would get together and sing 
along to the radio. After that the teacher would put all the songs together into charts. 
So that we could see the words and repeat them. (Parent Fa) 
 
The teacher would write out the song and we would learn line by line. Traditional 
ones like Mary had a little lamb and Humpty Dumpty.  (Parent Fa) 
 
Singing was a popular teaching technique used to support children with developing 
their oral language and reading skills. It was a technique used in all sites and a 
culturally based activity that was valued.  
At the Pastor’s house oral language skills were also practised through reading aloud 
and singing Bible verses. The participants explained how, as children they learnt to 
recite verses from an early age. The pastor and a group of children would start with 
Bible reading, with each child reading one verse at a time, with assistance if 
necessary. Here the interpersonal plane of guided participation by the Pastor and 
participants is in the foreground (Rogoff, 1995), through the shared reading of Bible 
verses while the community plane is also operating as the Bible is being used to 
transfer cultural and religious values and beliefs. A strong focus on oral language 
Classes would come together and listen to the radio. To answer the questions live on 
radio, students are listening and preparing for the questions. We listen to the story, so 
you can answer and write down the answers in your own sentences. (Parent Fa) 
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through reciting and imitating was evident in the participants’ responses when 
discussing what happened at the Pastor’s house.  
It became apparent that the ways of learning at the Pastor’s house were similar for all 
participants, activities that are shaped by cultural and social values. These are values 
that help shape one’s own beliefs and actions. All the participants had strong 
memories of learning to read with the Pastor, as the responses below indicate. The 
responses show the Pastor’s social and cultural influence in how the children 
participated and were supported in this learning environment. The literacy instruction 
at the Pastor’s house also shows the cooperative nature of tasks (Duranti and Ochs, 
1993) and provides further examples of young children learning through guided 
participation (Rogoff, 1995).   
We would sit in a circle, and then we read one sentence each so it goes around like 
that. The teacher or Pastor listens then if someone says the word differently he 
corrects it. (Parent Tasi) 
 
Reading the Bible out loud – that was the reading lesson when you went to Sunday 
school (with the Pastor).  Reading verses – we tried to read and repeat them. (Parent 
Fa) 
 
We would have turns to stand up and read the alphabet. One by one. The Pastor 
would say it again and we would have to repeat it. (Parent Tolu) 
In these examples above the Pastor guides and supports the learning of the alphabet 
and Bible verses by providing a scaffolded learning structure and modelling when 
necessary. Within this teaching practice by the Pastor, the interpersonal plane 
(Rogoff, 1995) is evident as the younger children are exposed to the more advanced 
tasks being completed by older children (Duranti & Ochs, 1993), allowing the 
younger children to be immersed in learning in a supportive and collective way.  
 
Participation would be based on competence, when a task was mastered, a more 
complex one would be taught. As noted by Duranti & Ochs (1993), “tasks are seen as 
cooperatively rather than individually accomplished” (p. 214). Here a direct 
connection can be made to guided participation (Rogoff, 1995), the children are able 
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to observe and then participate in the learning activity when it is considered 
appropriate.  
 
One participant shared her memory of attending the Pastor’s house regularly from a 
very young age, so that by the time she was expected to know the Samoan alphabet 
she could recite it quickly and accurately, as she had heard it so many times before 
that it had become embedded. Guided participation can be defined as observation as 
well as the hands-on involvement in a set cultural activity (Rogoff, 1995). 
 
As in the school site, singing and the rhythm of speech were used to aid children 
when learning to read. The Pastor would focus on pronunciation and reciting aloud, 
often playing a supportive role through repeating or rephrasing to ensure the children 
recited the word(s) correctly. This is another example of guided participation (Rogoff, 
1995), when the children are participating in culturally organised activities that 
reinforce the importance of speaking skills.  Singing in this context can be seen as 
developing oral skills of reading aloud as well as an activity that is culturally valued 
as illustrated by Parent Fa, 
 
The pastor would say when reading the Bible, it’s more like you are singing a song, 
so when there is a punctuation mark – I had to stop and read correctly. (Parent Fa) 
 
The participants’ responses revealed that proficiency in oral language was important. 
Being a good orator is highly valued in Samoa (Tuafuti, 2000). The importance of 
being able to articulate and pronounce words and/or verses aloud clearly as described 
by the participants and valued by their communities, is seen as strength by Samoan 
people (Duranti & Ochs, 1993; Tagoilelagi, 1995; Tuafuti, 2000). Developing oral 
skills was not just confined to the Pastor’s house or church.  Within the home site, 
singing was also used and valued as a learning tool;  
Singing was really important – mum and dad would sing at night, in bed, all singing 
together. Singing and laughing. Singing is the other thing, to help it makes sense. 
(Parent Tolu) 
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Reading the Bible, I loved reading the Bible and singing church songs, my parents 
were good at this. (Parent Lua) 
 
As within the school site, the Pastor also used the radio as a literacy tool. Samoan 
radio stories would be played to the children with the Pastor stopping the story at 
times to ask questions.  This could be interpreted as a way to develop children’s 
listening skills as well as aid meaning and understanding of text.  
 
All the kids would sit down and listen to the story, what it is about. Then the Pastor 
would stop the radio story and ask questions, what it was about. (Parent Tolu) 
 
The important role oral language played in the home was described by some of the 
participants. As young children, they were expected to be able to communicate 
messages orally to adults.  This has been noted by Duranti and Ochs (1993) who state 
that young Samoan children are asked to communicate messages orally to others by 
their parents and other community members (p. 221). It is clear that the ability at a 
young age to speak accurately is culturally valued and an expectation placed on 
Samoan children. 
 
Listening carefully was essential to ensure accurate hearing and interpreting in order 
to follow instructions and communicate with others. This was expressed further by 
one of the participants ‘families are learning from mouth to mouth, getting words like 
that’. (Parent Lima) 
(Traditionally) In Samoa, we don’t have telephones, mobiles – texting. So its very 
important when you parents tell you to go to the shops that you listen, you don’t have 
a list, so you have to memorize. (Parent Fa) 
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4.3.2 Rote learning – memorization, repetition and practice 
 
The importance of rote learning was strongly evident, as all participants talked about 
the role memorizing, practising and repetition played when learning to read. The 
bottom up approach emphasises these skills with making meaning playing a 
secondary role (Tunmer, Chapman and Prochnow, 2004).  When sharing their 
memories of learning to read at primary school, practising was identified as a 
common activity that happened regularly. This was done through reading activities 
that included practising the alphabet aloud, recalling words on their own and simple 
sentences through repeating them orally or copying down. Examples of these tasks are 
presented below. 
 
We would practice our letters. Written from the teacher, how to write my name and 
then practice it heaps of times. We would write down the words too. Writing it down 
about 10 times. Lots of practice. (Parent Fa) 
 
We started with small words, look at the word on the board, spell it out and then put 
into sentences. We would copy and practice them. (Parent Lua) 
 
This way of practising was not just limited to school, often this type of activity would 
be used for homework too. As sets of home reading books were not available, the 
teacher would often instruct that a set of simple words and/or sentences be written 
down and taken home to practice.  
 
We would write into our books, then the teacher would correct them, if the words 
were not correct, the spelling of words – then write 5 or more time – practice, 
practice! (Parent Tolu) 
 
The participants identified repetition and memorisation as learning strategies used at 
school. These strategies were used often by teachers to guide and support children 
when learning to read. This is again an example of Rogoff’s guided participation 
plane (1995) being in the foreground, where children are participating in a cultural 
organized activity that is valued. The cultural belief was that the more you repeated 
and practised the better reader you became. The community plane (Rogoff, 1995) is 
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also in evidence here as cultural practices are happening within the institutional 
context, of primary school. 
 
Much of this teaching was whole class with the teacher modelling or telling the child 
or children when errors were made. The teacher would provide the correct model and 
the children would practice again. This teaching approach could be due to 
environmental factors for example lack of literacy resources available, large class 
sizes but also seen as culturally appropriate and common practice in Samoan primary 
schools. 
 
At school, for reading would we would sit on the floor.  A story or paragraph would 
already be written out on newsprint or blackboard by the teacher. The teacher would 
read first. Then she would choose someone to read, to read in front of everyone. You 
had to stand up and read. Then she would point out if anything was wrong and she 
would correct it after. It was our routine, the whole class would do it like this. 
Parent Lima 
 
The participants identified that the teacher would often provide a model for them to 
copy and repeat. This model was often given orally by the teacher, which the child 
would respond to or imitate (Tagoilelagi, 1995). This way of scaffolding learning, 
through guided participation (Rogoff, 1995) demonstrates the importance of 
pronouncing words correctly but also being able to communicate well orally.  
 
A child would.. Repeat themselves and have another go or the teacher stops the kids, 
and lets the kids catch up, all practising together.  (Parent Tasi) 
 
Teachers would always repeat the words if you got stuck. (Parent Lima) 
 
There would be an activity on the board – a word on the board and then into a 
sentence. We would memorize it. (Parent Tolu) 
 
As well as in the school site, examples of rote learning were also strong in the 
participants’ shared memories of their reading experiences at the Pastor’s house. At 
the Pastor’s house, the participants as children, participated in literacy activities that 
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involved them learning and practising the Samoan alphabet, writing sentences and 
Bible verses illustrating Duranti and Ochs (1993) explanation that church literacy is 
based on rote learning and oral presentation of biblical texts, which are read and 
memorized.  
Another teaching practice example that strongly emphasised memorisation, repetition 
and practice was learning the alphabet. All of the participants experienced learning 
the Samoan alphabet through the Pi Tautau chart (Dickie, 2011; Tagoilelagi, 1995). 
They described how the teacher (Pastor or pastor’s wife), would be at the front with 
the Pi Tautau chart and all the children would recite it together, first the letters with 
matching pictures then the letters alone and numbers 1 to 10.  
At that Pastor’s house we were taught as a group and we learnt the Samoan alphabet. 
We learnt our reading as well. We sat in a group, alphabet in order. Sounding out the 
letters. (Parent Tasi)  
 
When we got to the Pastor’s house a big board with the Samoan alphabet on it, was 
already set up. You have to sit down and learn the individual letters. After the letter, 
you learnt a word, after the word you learnt a sentence. 
(Parent Lima) 
 
You had to practise writing the Samoan alphabet. Then after about half an hour, the 
pastor’s wife would check your books.  
(To see) Who’s doing it right, if wrong she would correct it. She would correct and 
the kids would practice again. (Parent Lima) 
 
When Parent Lima expanded further on the help received from the Pastor’s wife if as 
children you got some of the alphabet wrong, it was clear that the correct model was 
modelled to the children on an individual basis, although the other participants did not 
mention this practice of individual tuition. The fact that Parent Lima came from a 
small remote village in Savai’i may account for this variation in practice. Here the 
personal plane (Rogoff, 1995) is foregrounded, as the children worked on a set 
reading activity independently before any adult support was provided. Guided 
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participation then occurred when the Pastor’s wife worked on an individual basis with 
the children to check their alphabet work. 
After lessons on the Samoan alphabet were completed there would be Bible reading, 
each child would read one verse from the Bible, with adult assistance if necessary. As 
described by  Duranti and Ochs (1993) children would learn to recite verses from an 
early age. The Bible was critical for practising reading aloud and memorization.  
The Pastor would put the kids into a circle, reading from verse to verse – repeating 
like that, so the kids would all have a turn. (Parent Tolu) 
 
We read from the Bible, about one verse – we tried to read and repeat it.  The Pastor 
would say it and we repeat it. (Parent Tolu) 
 
These interactions reveal the interconnected nature of Rogoff’s planes of analysis 
(1995), as the participants learnt to read the Bible. Much of the interaction here is 
interpersonal where the participants described how guided participation (Rogoff, 
1995) between themselves and the Pastor or the Pastor’s wife occurred. The personal 
plane (Rogoff, 1995) is evident when the children practice saying a set verse on their 
own. But it is also relevant to consider the community plane, as Bible reading is seen 
as a valued cultural practice so that the connection between family and the broader 
social-cultural context, of the church and religious beliefs, is maintained (Rogoff, 
1995).  
These teaching practices of literacy reflect what the community, in a social and 
cultural context, culturally valued. Here the Pastor and church functions to promote 
Fa’asamoa
2
 to support Samoan cultural beliefs and values, in conjunction with 
literacy learning. This type of literacy is “about oral language, memorisation, and 
transmission of beliefs and values that enlighten the knowledge of heritage and 
ethics” (Tuafuti, 2000, p.10).  
 
                                                
2
 The Samoan way of life, the way of our ancestors 
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As identified earlier the Bible was not just seen as a reading resource but also as an 
important part of cultural practice in developing reading acquisition for Samoan 
people. Bible reading was not restricted to church or the Pastor’s house. The 
experience of reading the Bible at home together was a common occurrence for all the 
participants. It would involve reading a Bible verse aloud with other family members. 
This shared reading experience allowed the participants to practice reading aloud as 
well as be support by others if words were too difficult to pronounce. This example 
shows how “guided participation (Rogoff, 1995) is influenced by patterns and 
disposition towards culturally structured activities that exist in families and are passed 
down between generations” (Love & Hamston, 2003). 
 
These interactions provide another example of the interconnected nature of Rogoff’s 
planes of analysis (1995). The personal plane as individual practice takes place; 
Practising – everyday after school, I would go home and read the Bible. (Parent Fa) 
 
The interpersonal plane when Bible reading becomes a culturally organised activity 
between family members. 
After lunch, my mum would always practice reading the Bible with me. She would 
read to me and I would listen and try to read – repeat after her. This was our main 
book to learn from.  (Parent Tolu) 
 
We would have turns with reading the Bible – verse by verse. The leader, one of my 
grandparents, would read first, then the rest of the family would response – read a 
verse too. (Parent Lima) 
 
The community plane (Rogoff, 1995) within the home setting, through shared reading 
of the Bible, shows how memorisation and repetition were valued cultural aspects of 
learning to read. The reading of the Bible is a strong and popular reading activity for 
Samoan families (Tuafuti, 2000). This strong tradition has been passed down through 
families and communities. An illustration of how cultural tools are inherited and 
transformed by successive generations (Rogoff, 2003, p.51). This also creates a strong 
link to church related teaching and learning practices across the sites of home and 
church, the cultural influences on activities through apprenticeship (Rogoff, 1995). 
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This emphasis on reading aloud and memorization, were reading practices that were 
culturally valued by the community (Duranti & Ochs, 1993 and Tagoilelagi, 1995) 
and the participants within this research, as children were apprenticed through the 
three literacy sites of the Pastor’s house, primary school and home.  
 
4.3.3 Decoding - Sounding out, correct pronunciation  
 
All participants stressed the importance of being able to sound out words correctly 
and talked about their experiences of feeling confidence with this in their first 
language but not always being able to pronounce words in English accurately. Their 
primary school teachers would use the teaching strategies of modelling and telling to 
support them with word pronunciation. Children would be expected to listen carefully 
and practice to ensure the correct pronunciation was mastered. This suggests that 
being able to pronounce words accurately was seen as a strong indication of success 
when learning to read. 
 
Below are some of the participants’ responses to how this teaching strategy was 
actioned in the classroom. These responses again indicate that a shared reading 
approach was being used. Initially all the children would be reciting the alphabet or 
words together, then the teacher might select individual children to recite on their 
own, as the last response shows. This pattern of social interaction, demonstrates how 
Rogoff’s planes of analysis (1995) can overlap each other. Both the personal and 
interpersonal planes are evident here, through the children being engaged in guided 
participation with others as well as working on an individual level.  
 
 
We sat in a group, and said the alphabet in order. Sounding out all the letters. 
(Parent Tolu) 
 
Sounding out words, sometimes the shape – cutting out shapes of words to fit the 
matching words, finding the words they matched to. (Parent Lua) 
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The teacher would write down a poem and we would read the correct pronunciation 
of the words. (Parent Lima) 
 
Sometimes she would ask us to say it, how many syllables. And make sure 
pronunciation was right. (Parent Tolu) 
 
Sometimes the teacher writes and all the class reads then we pass the book on, from 
the first child then we read a sentence and pass it on. The teacher can correct it, the 
teacher would tell you the right pronunciation. (Parent Tasi) 
 
There is a solid connection between pronouncing words correctly, repetition and 
listening for these participants that is clearly evident in the responses below. This 
again illustrates how the teaching strategies being employed can be interpreted as 
having a strong cultural emphasis and value for these participants. It shows how as 
children, these participants are apprenticed into the values and practices of school 
literacy in Samoa.  
 
The teacher would say here’s a story about.., the teacher who choose a kid to stand 
up and read, if they got stuck on a word, couldn’t pronounce it properly, the teacher 
would say, say the word 3 times, repeat it, then go back to the start and read again. If 
you say it properly, go back to the beginning and read it again. (Parent Fa) 
 
Listen to the teacher, listen to her pronunciation, I would point to the letter the 
teacher would say. (Parent Lima) 
 
 
4.4 Access to Literacy Resources 
 
A final area to consider when thinking about reading acquisition and practices in 
Samoa is access to resources. All participants identified the lack of reading resources 
that were available while attending primary school in Samoa. It is important to 
consider the impact of this on literacy learning and teaching. But is also essential to 
put this lack of resources into context historically, as access to and quality of 
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resources may be different in the present climate from when these participants were 
learning to read in Samoa.  
 
For the participants, at school it was common practice for the teacher to have the only 
copy of a book so the teaching of reading involved shared reading or being read to. 
The chalkboard and big sheets of paper were often used to record learning onto. The 
teacher, to be used for reading practice, wrote out passages of text, short sentences, 
poems and songs. This would have a noticeable impact on the reading practices and 
techniques that could be implicated by teachers. There would be practical restrictions 
for both teachers and children.  
 
This was a belief held by Parent Lima, she felt that how reading was taught in Samoa, 
through all reading together and the teacher correcting you in front of the class was 
because of the lack of books and reading resources available. It had to be shared 
reading experience. 
 
Not many books, you can’t read yourself – the teacher has to read to you and you 
have to listen. The teacher has it, you have to repeat and listen. The teacher has her 
own book, like a long word – she will write it on the board, to spell and write it and 
learn it. You have to write the word many times. (Parent Lima) 
 
Sometimes the teacher would write down a sentence and you would have to take it 
home and write it down 10 times, that was our homework. (Parent Tolu) 
 
Only the teacher had a book because there are not many resources on the island. The 
teacher would write on the board. Everything on the board, lots of writing on the 
board at the end of the day. We didn’t have books by ourselves. Everything on the 
board. (Parent Tolu) 
 
All the class reads then we pass the book on, from the first child then we read a 
sentence and pass it on. (Parent Tasi) 
 
This clearly had an effect on home reading activities too. For four out of five 
participants the only ‘book’ they had access to was the Bible when at primary school. 
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If the children did take homework home it was likely to be an exercise book with 
some words or sentences written out by themselves or the teacher to practice, no a set 
school reader. Unlike what happens in most New Zealand schools, were home readers 
are sent home on a daily basis. 
 
At home just the Bible and some Samoan books – we would try and read to ourselves. 
Not many books. (Parent Tolu) 
The bible mostly, no other books, only had a chance to take books home from friends 
when I was in college, we swapped (our novels, romance ones) and also a chance to 
go to the library in Apia. (Parent Tasi) 
 
Some of the participants talked about using the resources from their local 
environment, with one parent participant sharing her experience of how her teachers 
would ask the children in her class to bring natural resources in.  
 
So when we did science, we would go out and look at things – like what is living, what 
is not. So when they count they would collect things, like sticks, tops of drink cans. 
(Parent Lua) 
 
 
4.5 Final Thoughts 
 
The findings in this Chapter align closely with earlier research on literacy practices in 
Samoa as outlined in Chapter Two. The strong cultural and social values around oral 
language, rote learning and decoding that are associated with Samoan literacy are 
highlighted throughout the participants’ responses used (Duranti & Ochs, 1993; 
Tagoilelagi, 1995; Tuafuti, 2000). These values are evident in the teaching and 
learning strategies for reading outlined in each of the three sites identified. 
 
 Links have been made to show how a socio-cultural perspective can be applied to 
these findings through Rogoff’s three planes of analysis (1995) and socio-cultural 
theory (Luke & Freebody, 1997; Nieto, 2010; Street, 1997). Socio-cultural practice, at 
a basic level means that all language happens in cultural and social contexts and is 
understood by individuals in terms of their own social and cultural backgrounds 
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(Rassool, 1999). If literacy is linked to experiences, social and cultural identities 
become important factors for acquisition (Street, 1997; Luke & Freebody, 1997; 
Nieto, 2010). 
 
By investigating how learning to read is interpreted for this group of participants, 
understandings about how the reading practices the participants’ children participate 
in and observe in their own home settings can be made. As stated by McNaughton, 
Amitanai-Toloa & Wolfgramm-Foliaki (2009), parents’ ideas come from a “cultural 
history of ideas about childhood, parenting and development” (p. 322). 
 
This forms the basis for the following chapter, Chapter Five. The findings on home 
reading practices will be used to show how the participants’ cultural and social 
experiences of learning to read in Samoa have strongly impacted on the reading 
strategies they employ when supporting their own children in New Zealand.  
 
It is important to keep at the forefront of any discussion that literacy knowledge and 
practices are tied to individuals’ cultural and social backgrounds – “the languages, 
values and beliefs that individuals bring to make meaning and gain identity for 
themselves” (Pahl & Roswell, 2005, p. 5). 
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CHAPTER FIVE:  FINDINGS AND DISCUSSION A NEW ZEALAND 
CONTEXT  
 
5.1 Introduction 
 
This chapter provides further evidence and discussion to answer the primary research 
question of how the social and cultural values and experiences of these Samoan born 
parent participants influence the home reading practices they employ with their own 
children in New Zealand. This is done through exploring the home reading practices 
being implemented in New Zealand and investigating the knowledge of school 
reading practices for these parents. 
The chapter is divided into three sections; 
• The parent participants’ home reading practices with their children  
• The participants’ children’s responses to home reading practices 
• The parent participants’ knowledge of school reading practices 
 
There is evidence that many of the social and cultural values and experiences of 
learning to read in Samoa have been transferred into home reading practices in New 
Zealand for these participants. It is clear that the previously identified literacy patterns 
and practices within oral language, rote learning and decoding are being valued and 
used to support their children with learning to read. In other words the reading 
practices that they were apprenticed (Rogoff, 1995) into when learning to read in 
Samoa are now being used with their own children. It is important to consider the 
social and cultural uses and meanings of literacy practices that these participants and 
their children are identifying with. As “family literacy practices reflect and build on 
social and cultural identities. Their ways of being in the world” (McNaughton, 1995, 
p.195). So within families and across communities, reading practices are being passed 
down. As discussed in Chapter Two, family practices reflect and build on people’s 
social and cultural identities in relation to literacy (McNaughton, 1995; Pahl & 
Roswell, 2005). It is therefore important to consider the role cultural identity plays 
when looking at the effect home reading practices have on home-school connections 
or disconnections. 
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5.2 Section One: Parent reading practices with their children in New Zealand 
 
The first part of this section consists of separate descriptions from each parent 
participant to highlight their key social and cultural beliefs and actions in relation to 
home reading practices. The separate descriptions also allow for a greater level of 
individual voice to be present. Following this, connections will be drawn to show 
where there are similarities in beliefs and actions between the participants. This 
illustrates the social and cultural values that help shape the reading practices being 
employed in New Zealand by these participants.  
 
The participants’ responses regarding their home reading practices align with recent 
research that Samoan families observed in New Zealand had maintained their social 
and cultural beliefs for literacy acquisition (McNaughton, Amitanai-Toloa & 
Wolfgramm-Foliaki, 2009; Tagoilelagi 1995). It is evident from the participants’ 
responses that emphasis is placed on word pronunciation through telling or modelling, 
along with practice and recitation. Literacy based skills that in Chapter Four have 
been identified as the key reading practices that these participants’ participated in 
when learning to read as children in Samoa. 
 
The role of the church in reading acquisition, through Sunday school lessons and 
home Bible reading, were evident in the participants’ transcripts and has been 
incorporated into this chapter.  
 
 
5.3 The Five Parent Participants’ Descriptions 
 
5.3.1 Parent Tasi 
Parent Tasi identified that parents are perceived as first teachers and saw this as 
something that was emphasised strongly in New Zealand. An example was given of 
how in New Zealand parents are encouraged to read with and to their children. Parent 
Tasi felt that this contrasted with home reading practices in Samoa. 
“When I came here I heard a lot of encouragement for parents to read bed time 
stories or even out of bed, any time to read but in Samoa no. I have never come 
across a parent who reads (school books) to their kids” 
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A possible explanation for this could be that no home readers were sent home due to a 
lack of reading resources when these participants were learning to read in Samoa. It 
has also been identified that the Bible was often the sole reading book in many 
Samoan households. 
 
Parent Tasi expressed her love of reading and that her children knowing how to read 
confidently was important. It was evidence that while her own home might not be 
well resourced with reading material, she wanted her children to be able to access and 
enjoy reading activities. She shared how as a family they would often go to the local 
library after school to ensure her children had access to books and that she could pass 
on her enjoyment for reading.  Here guided participation can be seen as the 
interpersonal process of parents and their children being involved in shared reading 
practices at home (Love & Hamston, 2003). 
 
When sharing the reading strategies used at home, Parent Tasi noted that her children 
required different levels of support. Her older children were reading more 
independently and at times might need support with vocabulary and word meanings 
but often sourced the dictionary themselves when stuck on an unknown word. There 
was some evidence of her guiding them in this. For example when talking about her 
daughter, Parent Tasi noted that “she just went past the word – and got frustrated and 
asked me, so when I looked it up I found it. It was there in the dictionary” 
 
With her youngest school aged child, Parent Tasi would let him read the story aloud 
first and support by making some corrections when words were not pronounced 
correctly. She would also use the pictures as a reference to check for word 
knowledge. This strategy of using the pictures to help a child make meaning is a 
common New Zealand junior primary school technique (Ministry of Education, 2010) 
and is an example of where home and school practices are in alignment. At the end of 
reading, simple questions about the story would be asked but she felt often he was 
unable to answer these. 
Parent Tasi’s family were not actively using the Bible as a reading resource. They 
had no Bible in English at home and her children’s understanding of or interest in 
Samoan language, Parent Tasi felt was not strong enough for them to learn to read the 
 64 
Samoan Bible.  She expressed mixed feelings about how her children had lost the 
Samoan they knew, once they started school in New Zealand.  
“We speak in Samoan to them, they understand but the girls respond in English. 
When the girls are asked to speak in Samoan they struggle. They don’t talk about 
learning Samoan. I don’t know if they are interested” 
 
Parent Tasi explained that her family does attend church but has moved from a 
Samoan Parish to a Palagi
3
 one, where they have children’s programmes that do not 
involve any reading based activities. One of the reasons for this change is stated 
below. 
“When we first came the kids used to go to Sunday school, we thought they were 
learning Samoan, like Sunday school in Samoa, but when we go there they are 
learning in English. So I don’t know why they call it Samoan Sunday school”. 
 
It was clear that for Parent Tasi the use of Samoan language is a valued feature and 
one that she had hoped her children would be engaged in through the church and its 
literacy activities.  
 
 
5.3.2  Parent Fa 
Parent Fa stated that she would always try to get her children to read aloud to her 
first. When stuck on an unknown word, her children would be expected to try and say 
the word by sounding it out. If they made an attempt and it was still incorrect, the 
word would be told to them. Here guided participation (Rogoff, 1995) is used, as 
Parent Fa is scaffolding the learning by supporting her children with pronouncing 
unknown words together. This pattern of support would be familiar to Parent Fa as it 
is a reading strategy she experienced herself when learning to read in Samoa, both 
within the sites of primary school, home and the Pastor’s house. 
 
As suggested by Rogoff, “people develop as they participate in and contribute to 
cultural activities that they themselves develop with the involvement of people in 
successive generations” (2003, p.52). Applying this concept to this research shows 
                                                
3
 Pagali: a Samoan term for European  
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that the participants’ participation in reading practices during their childhood in 
Samoa has strongly influenced the way they interact and teach their own children.   
 
When Parent Fa was asked if any discussions were held at the end of the story being 
read, the response was no. But Parent Fa did note that her children ask lots of 
questions so this could be interpreted as a way of thinking about and comprehending 
the text being read.  
 
Shared reading was an activity that Parent Fa and her children were engaged in. 
Reading together was used as a way to encourage reading but also to support and 
guide when necessary.  
“We read together, we read books together. She will always read to her dad or me 
and then we read back together. Her sisters usually read a story to her when she goes 
to bed”. 
 
Here is an example where the personal and interpersonal planes (Rogoff, 1995) can be 
linked together. The interpersonal plane where Parent Fa is guiding the participation 
with her child though reading together and the personal plane where she is 
encouraging independent practice. This guided participation again provides a 
structured scaffold for the learner. Parent Fa felt strongly that it was important to 
make time for reading but that she also needed to tell them to practice. Therefore 
practice was seen as important to ensure they learnt to read well. 
 
It is important to note that ‘practice’ as a reading strategy is being strongly promoted 
by Parent Fa, showing that parents interact with their children in different ways and 
therefore guided participation (Rogoff, 1995) looks different for different 
communities. Children “learn as they participate in and are guided by the values and 
practices of their cultural communities” (Rogoff, 2003, p. 284). 
 
Another home practice being used by Parent Fa was interactive reading games like 
hangman and I Spy. Parent Fa felt this was a good way to learn and encouraged her 
children to participate, often using her older children to play with younger family 
members. 
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Listening was seen as a key element when learning to read. The idea being that if you 
listen you will know what you are learning. Speaking was also incorporated into this, 
being able to answer and ask questions. 
“Listen and talk that’s what I think. And actually doing something. Like going out, to 
look at things to talk and write about”. 
 
This example could be likened to a language experience based activity. This strategy 
allows for meaning making by providing opportunities to think about and share 
experiences that are common and authentic to the child. Language experiences are 
often used within New Zealand primary school classrooms (Ministry of Education, 
2006), for the purpose of extending oral and written language knowledge and usage as 
Parent Fa’s response shows. 
 
For Parent Fa’s family, reading the Samoan Bible was an important family cultural 
tradition that has continued in New Zealand. “We have a prayer every evening, that’s 
when we read the Bible – we give the Bible to the kids, everyone reads 2-3 verses”. 
Parent Fa shared how she supports her youngest child to read the Bible. “I sit with 
her and she takes ages to read 1 or 2 verses and you have to correct the sounding of 
some words, but that’s alright – she wants to read the bible”. 
 
It has been identified previously that Bible reading is a popular activity in many 
Samoan households, which involves the singing of hymns and reading the Bible 
(Tagoilelagi, 1995; Tuafuti, 2000) and the concept of apprenticeship (Rogoff, 1995) 
through the social and cultural influences of organised activities between people. 
 
Tagoilelagi (1995) makes a link between church teachings and parental behaviour, 
detecting that “strong similarities of teaching methods that are used in the church and 
home of the children who were observed” (p. 76). This connection can also be made 
when exploring the home reading practices of these participants. The strategies of 
shared reading, listening and reciting aloud are all identified and used by the 
participants. These are teaching strategies that had been experienced in both the 
Pastor’s house and church by the participants as children. 
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When talking about Sunday school activities in New Zealand, Parent Fa relayed that 
both English and Samoan were taught to the children. Activities participated in 
included reading, answering questions and drawing pictures related to the Bible 
stories being shared. Parent Fa discussed how exams, which involved reading Bible 
stories and answering questions, were held at the end of each year. For the younger 
children exams are taken orally. The questions were given in Samoan and English, to 
recognise that for some children their knowledge of the Samoan language was at an 
emergent level. This exam structure is also followed in Samoa.  
 
White Sunday 
Parent Fa also shared the importance of White Sunday for her family as a cultural 
value and tradition as well as a reading practice. The children all learn how to recite a 
selected Bible verse in Samoan. Lots of practice is involved and there is a strong link 
between church and home, with the children practising until they can confidently 
recite their verse independently. The Sunday school teacher selects the verse and 
parents are expected to support their children in learning and memorising it.  
The practices involved in White Sunday provide a clear example of the 
interconnected nature of Rogoff’s three planes of analysis (1995). Participatory 
appropriation happens when the children practice reciting their selected Bible verses 
on their own. Guided participation occurs when the adults involved support the 
children to learn and recite their verses and apprenticeship through church activities 
that promote and maintain the Samoan culture and language. 
During White Sunday, oral performance is valued highly as the children need to be 
able to recite aloud clearly and independently in front of the whole church 
congregation. Drama items that involve the children acting out Bible stories also take 
place during White Sunday celebrations. The children begin this practice at a young 
age (Duranti & Ochs, 1993). The expectation is that if a child is unable to perform 
their verse, they try again the following year.  
 
Parent Fa shared her own example of this by saying that when her youngest child 
first tried she was unable to perform her Bible verse. 
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“She was like that, she didn’t say her verse, she just cried. Most of them cry but they 
get used to it as they get older”. 
This shows how literacy learning for Samoan children occurs in conjunction with 
church-related methodologies of teaching and learning (Tagoilelagi, 1995). When 
asked why this type of oral performance was so highly valued by Samoan 
communities, her response suggested the significance and value of oral language 
achievement alongside religious cultural beliefs. 
“I think it is to let them speak, talk and let them listen. Maybe make them understand 
more of the language, maybe understand more about the Bible stories”. 
 
The cultural importance of maintaining the Samoan language is evident here. The 
church and the religious literacy based activities that the children are involved in, is 
seen as a way to keep alive Samoan language and traditions.  
 
Both Dickie (2011) and McNaughton (1995) identify the strong connections between 
the literacy activities that take place at church and home. This provides a 
“complementary relationship” (McNaughton, 1995) as well as promoting similar 
cultural values between the church and family. Church literacy is based on rote 
learning and oral presentation of biblical texts, which are read and memorized 
(Duranti & Ochs, 1993). This emphasis on reading aloud and memorisation happens 
both at church, Sunday school and home and is seen as strength by Samoan 
communities (Duranti & Ochs, 1993; Dickie & McDonald, 2011).  
 
 
5.3.3 Parent Tolu 
Parent Tolu felt that her level of English at times made it hard for her to support her 
children with learning to read. Commenting that when her daughter was young “I 
helped her a little bit but she understands more than me now”. Her older children 
often took on a supportive guiding role with younger family members and were used 
to help out with reading practice and homework. The role older siblings play in 
supporting their younger siblings with reading was also mentioned by Parent Fa. 
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Dickie & McDonald (2011) noted that older siblings were involved in reading to 
younger family members as well as asking and responding to questions about the text. 
 
Like Parent Fua, Parent Tolu identified that she felt it was important to encourage 
her children with reading by reading together. Reading together happened when one 
of her children bought a school reader home. It was evident from her response that 
reading together involved repeated practice as well as enjoyment of text. 
“About 4 or 5 times after school, and then before she goes to bed, I say come and 
read next to me, I want to hear you. She sometimes whispers, so I say read louder and 
she’s loud to my ears”.   
 
“And sometimes she says read together, we read plays and I’m the mum, sometimes I 
am the father and she laughs (dad voice used). Yeah we love to read out loud 
together”.   
 
The supportive nature of reading together as expressed by Parent Tolu was not 
limited to this participant. For all the participants interviewed, there appeared to be a 
strong emphasis on learning together and reading is often a joint activity that involves 
a number of others.  
 
Parent Tolu identified Sunday School as a place to further develop reading 
acquisition through reading and reciting Bible stories. The children answered 
questions about the Bible stories being read, often in both Samoan and English. Again 
there was recognition that for a lot of children who are born in New Zealand their 
knowledge of the Samoan language is limited so the English Bible is used too. Parent 
Tolu expressed that her children did well at Sunday school and she felt that it was an 
important way for them to develop their reading skills and follow Samoan cultural 
values and tradition.  
“She is very good at Sunday school, she always comes first. She spells the words too, 
five big words to learn for homework and you have to come back and spell them, in 
Samoan” 
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5.3.4 Parent Lua 
Parent Lua was aware that how she learnt to read in Samoa was different to what her 
children were experiencing at school in New Zealand. Out of all the participants it 
was evidence that she had had the most interaction with her children’s teachers.  
“I need an idea from my son’s teacher so I can fit myself in to help him, so I’m not 
confusing him, so I can help keep up the good work from the teacher”. 
 
Here Parent Lua shows an awareness that there are cultural differences across 
communities in how children are taught to read (Rogoff, 2003). Parent Lua is also 
acknowledging that she believes it is important for her children to get consistent 
messages from home and school.  
 
When listening to her children read at home, Parent Lua specified that it was 
imperative for them to learn the words. She felt it was vital to see if her children were 
reading from the pictures or reading the words accurately. One strategy used was to 
cover the picture at times. 
“So sometimes I will cover the picture, and say you have to read from the word. I 
want her to know how to spell ‘is, the, little’. When I cover the picture she can get 
stuck with the word, so I release the paper and she has another look at the picture”. 
 
It needs to be noted that this technique for early readers would not been seen as an 
effective reading strategy in a New Zealand classroom (Ministry of Education, 2006), 
so despite Parent Lua engagement with school, her interpretation of practice may 
have lead to this misunderstanding. 
 
Another reading strategy used could be identified as word chunking. Parent Lua 
provided this explanation. 
“Say it was the word ‘sit’, I would cover the first letter and look at ‘it’ and say what 
is the first letter, ok what the name, what’s the sound of it. Then sound all the words 
together”.  
 
This is an interesting example as it is a word attack reading strategy that would be 
seen as useful and effective by New Zealand teachers (Ministry of Education, 2006). 
Where as the practice of covering the picture for an emergent or early reader would 
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not, as children at this early stage, rely on using the pictures to support them make 
and check word predictions. 
 
When identifying what skills are important when learning to read being able to say 
the words correctly and practising through repetition come through as paramount for 
this participant.  
 
Parent Lua made a connection to oral performance, a strong cultural value for 
Samoan communities that has been identified previously, “when you read aloud you 
need to be able to use the right tone, and the pronunciation is really important, saying 
the words accurately”. 
 
This is seen as a strong measure of being able to read well for these participants, that 
their children were able to read aloud accurately and clearly. This type of oral 
language learning can be connected to the Tauloto (performance) routine that is used 
both within the Pastors’ house and church in Samoa (McNaughton, Amitanai-Toloa & 
Wolfgramm-Foliaki, 2009). This way of learning was well known to all the 
participants interviewed. 
 
Like Parent Fa and Parent Tolu the importance of oral performance is mentioned 
when reading with her children at home. “Read it aloud, in the right tone – pronounce 
the word right, then after that repeat the story again” 
Here again is an illustration of the strong link between home and church literacy 
practices. The cultural value placed on oral performance through recitation and 
repetition is viewed as a key component for reading acquisition. These parent 
participants have been apprenticed into these reading practices (Rogoff, 1995), which 
are then passed down to their own children. 
 
Like Parent Fa interactive reading games were also being used to help with learning 
to read. “I like reading with my kids. Games like I spy. We play together, reading 
games”. 
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Listening was also emphasised as an importance element for learning to read. Parent 
Lua shared an example of what she expected her children to be doing when being read 
to. 
“I want her to sit and listen – to concentrate, I don’t want her to do anything, just sit 
and listen so she doesn’t miss what the story is about”.  
But listening went the other way too. Parent Lua shared that as an adult she need to 
be able to listen actively to what her children were sharing with her. So listening is a 
reciprocal, interactive process.  
 It’s important to listen to the kids, to share new ideas and thoughts. It’s like making a 
new story. 
 
From the transcripts, Parent Lua was the only participant who clearly discussed 
understanding of the text being read. While examples can be found in the responses of 
the other participants, comprehension of text was not something that was discussed by 
them when recounting home reading practices.  
 
Here Parent Lua provides evidence to show that reading for meaning is seen as an 
important component when learning to read. 
“It’s important that they understand, if they are interested in the story they will ask 
questions – don’t stop them, let them ask. 
Don’t ask any questions while they are reading, then after ask to check if they 
understand what the story is about. They need to know about the story”. 
 
The Samoan Bible was used by Parent Tolu’s family to keep alive the Samoan 
language and traditions.  
“The bible every evening, every Sunday we will practice a verse. I will read, and my 
children will follow”. 
Parent Tolu commented that the pronunciation of Samoan words was difficult for her 
children and she was aware that she needed to speak more slowly, saying “sometimes 
I speak fast in Samoan and my children cannot understand me”. 
For Samoan communities the maintenance of their language is extremely important 
(Dickie, 2011) and it is clear that the Bible plays a key role in this. As indicated in 
earlier findings, the reading of it is a family affair and a strongly valued cultural 
practice. Rogoff’s community plane (1995) can be applied here, where individuals are 
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able to take what they have learned in family and community sites and apply it to new 
situations. The new situation of living in New Zealand and wanting to ensure that the 
strong cultural values around language and religion continue from the participants and 
their families in evidence through the transcript responses recorded. 
 
 
5.3.5 Parent Lima 
Parent Lima was the most recent immigrant to New Zealand amongst the participants 
interviewed and a number of her children had attended primary school in Apia before 
leaving Samoa. It was clear from Parent Lima’s responses that she held strong beliefs 
around her children being independent readers.  
 
The reading practices being employed by Parent Lima at home illustrate the 
interconnectedness of the three planes of analysis (Rogoff, 1995). Initially, Rogoff’s 
personal plane is in the foreground, where the children are expected to engage 
independently in a cultural activity applying what they know about reading. 
First I say go and read your own book. I get them to have a look first, even if they 
could not read it – I say have a look at the pictures, so you have an idea of what’s in 
the book. 
 
After her children initially engaged with reading independently, Parent Lima then sits 
with her children and listens to them read. Here guided participation (Rogoff, 1995) 
happens as Parent Lima shared that she only intervenes when they are struggling to 
say an unknown word, and at this point there is encouragement to attempt 
independently.  
“only when they are struggling then I say try, look at the letters, make the sound – try, 
try. So if I heard they are trying that good, at least they are trying. Then I will jump in 
and say it correctly. Then they will go back and get them to read it again”. 
 
Parent Lima’s emphasis here is on decoding, sounding out the words until they are 
mastered correctly. Encouraging children to attempt independently using a range of 
cross checking strategies before appealing is an effective strategy that would be 
actively encouraged during guided reading lessons at school (Ministry of Education, 
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2010). But it is also evident here that decoding and practising are the dominant 
reading techniques being employed by this participant. 
 
The idea of developing independence through not wanting to ‘spoon feed’ her 
children came up again, when Parent Lima discussed teacher-student ratio in Samoa. 
She felt that a teacher’s time was restricted when there was a high student ratio and 
that it was important that children learnt to do things on own their own and therefore 
take responsible for their learning. So while teacher-student ratios in New Zealand 
classrooms are lower than in Samoa, Parent Lima still held the cultural belief that her 
children needed to learn how to be independent learners. This belief has been shaped 
by her knowledge of how classrooms in Samoa operate. 
 
When Parent Lima was asked if her and her children discuss the books being read 
together, her response was as follows, sometimes I do this, after they have read it I 
will grab it and read it aloud. Then ask questions like what was that book about? 
what was the story about? If they can’t respond, then I know they can’t get the 
meaning so I will try to explain what it’s about to them”. 
This is example of using questioning to gage a child’s comprehension after reading a 
new text, a strategy that aligns with New Zealand school practice (Ministry of 
Education, 2006). 
 
Like Parent Tolu and Parent Lua reading the Samoan Bible as a family was seen as 
highly valued activity by Parent Lima. Again it was an opportunity for her and her 
husband to share and teach the Samoan language to her children.  
“We will read the bible. I or my husband will be the leader. Then my children will 
read. But my oldest son goes fast, because he is fluent and the little ones are slow. But 
I give them time. It’s important to us as a family”. 
 
Bible reading also provides the family with reading opportunities to read aloud 
through reciting verses, pronounce and decode words correctly. 
“Sometimes we read all together, and sometimes we take turns, and I help them with 
pronouncing. The little ones are still practising”. 
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When Parent Lima shared her thoughts on the importance of helping her children 
with reading at home, it was evident that she valued and recognised the importance of 
supporting her children learn to read.  
“It a big thing to me, I have to help them. Even though I know school here in New 
Zealand is really helpful and that reading is the key to other things. With my kids if I 
don’t do reading with them, I feel guilty. I feel it is very important. It’s something I 
have to do”. 
 
 
5.3.6  Some common threads 
 
When identifying the similarities between these parent participants’ responses, there 
are some clear beliefs that are shared by all. In the New Zealand context, the 
importance of reading together through shared reading was valued by all participants 
and seen as an important way to support their children with practising their reading. It 
was also obvious that shared reading was used to promote an enjoyment of reading, 
through the participants being engaged in reading with their children regularly. For 
some of the participants reading together would involve a number of family members, 
often older siblings, this could be seen as a way to promote more practice and 
repetition. Shared reading was not just restricted to home school reader, with the 
Bible playing a essential part and other reading materials like library books, books 
from older siblings and general household text types. 
 
Reading together was also connected to oral performance through the importance of 
being able to recite and pronounce correctly when reading aloud. This Tauloto 
performance routine is also practised in church literacy, therefore showing a strong 
link between home and church. This is in alignment with Tagoilelagi’s (1995) 
research finding that the Tauloto routine was the dominant way of learning when 
researching what storybook and bible-reading activities Samoan families were in 
involved in Samoa and New Zealand.  “The adults have been taught the same way to 
read and have now transmitted such methodology to their children” (p. 75).  Listening 
was a reading strategy used by the participants to promote and ensure concentration 
and understanding of what was being reading.  
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The main role for parents when reading with their children that was identified by all 
the participants was ensuring correct word pronunciation. This was achieved through 
supporting their children to sound out words or modelling the correct pronunciation 
for them.  This strong emphasis on pronunciation of words through telling and 
modelling shown in these findings supports the research compiled by Amitanai-Toloa 
(McNaughton, Amitanai-Toloa & Wolfgramm-Foliaki 2009). Amituanai-Toloa found 
the key strategies being used to support their children were look and say the word, 
repetition, recitation and rote learning. Amituanai-Toloa also noted that influencing 
how a group of Samoan mothers guided their children when listening to them read 
school readers, were their cultural beliefs around being Samoan and their own 
childhood experiences of being taught at school or home. Dickie and McDonald 
(2011) also noted that correct pronunciation and accuracy of content were important 
when researching literacy practices in church and family sites within New Zealand. 
 
Another common element that was present in all the participants’ responses was the 
strong role of Sunday school in reading acquisition and maintaining traditional 
Samoan social and cultural values and beliefs. While Parent Tasi’s children were not 
attending a Samoan Parish, her beliefs around language and culture indicated that this 
too was important for her. 
 
Finally home Bible reading was a common practice for four out of the five 
participants. Reciting Bible verses, as a family was a way to support reading 
acquisition and cultural beliefs and values (Tagoilelagi, 1995; Tuafuti, 2000). Bible 
reading was also identified as a way to keep the Samoan language alive for these 
participants and their children. 
 
It is critical to consider the impact of these social and cultural values and practices 
that are being implemented by these Samoan born parent participants. Knowledge of 
these values and practices needs to used to help understand and value the home 
reading practices that are happening for Samoan children. As stated by Tagoilelagi 
(1995) the “conditions of socialization and cultural influences which determine the 
ways in which Samoan children have access to specific reading patterns” (p. 1) need 
to be understood. 
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5.4 Section 2: The children’s responses to identify home reading practices 
 
This section reveals the participants’ children’s ideas on reading practices at home. 
The interview transcripts confirm that the parent participants are employing the 
reading strategies that they themselves identified earlier when helping their children 
with reading at home. It also highlights the role of siblings in supporting home 
reading practices.  
 
When analysing the participants’ children’s responses it was apparent that older 
siblings played an important role in guided participation (Rogoff, 1995) at home. This 
reading support took the form of helping younger children to sound out words. The 
children also identified helping to sound out unknown words, as the main form of 
guidance given by parents as well. This is a similar finding to Dickie and McDonald 
(2011), who identified that older siblings were often responsible for introducing 
school ways of learning, often acting as teachers.   
 
When the children were asked if any questioning about the text being read happened 
three out of the five stated no, citing that they just read the story.  Two children 
respond that sometimes someone would ask them questions about what happened in 
the story. There was only one example where the meanings of words were discussed. 
This pattern of reading support is backed up by the parent participants’ responses 
where emphasis is placed strongly on accurate decoding and word pronunciation. 
 
It was clear that all the children saw their parents and siblings engaged in reading 
activities. Time to read together was valued and practised by all the families involved 
in this research.  Three of the five children discussed how their mothers would read 
magazines and newspapers with them and talk about the content together. Two of the 
children were witnessing their older siblings studying for college or university. 
Reading games and using the computer to play games and search for information was 
identified as well. 
 
For these children, like their parents the Bible was seen as an important family 
activity as well as an opportunity for reading practice. The children shared their 
experiences of reading the Bible at home and Sunday school. They discussed being 
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tested every year, which involved learning Bible stories and being questioned on them 
as well as spelling practice. Two children shared about having to read the Bible 
without looking and having to memorise, saying this was hard to do and involved a 
lot of practice.  
 
 
5.5 Section 3: Parent knowledge of school reading practices in New Zealand 
 
During the first Talanoa sessions, each parent participant was asked to share what 
they knew about how learning to read happens in New Zealand schools and what their 
children shared about school reading practices with them. The participants were also 
asked to identify what differences there were between learning to read in Samoa and 
New Zealand. 
 
Analysis of the participants’ responses showed that for this group of Samoan parents, 
little was known about how their children were taught to read at school. All five 
participants stated that they had no real knowledge of how reading was taught within 
New Zealand schools.   
 
The reasons for this knowledge gap could be attributed to two factors. Firstly, it was 
evident that there was limited correspondence between teachers and these parent 
participants. Only two out of the five participants had observed in their child’s 
classroom, with both only recalling one or two occasions when this took place. One 
participant had recently completed the school’s run Reading Together programme 
(Biddulph, Biddulph & Biddulph, 1982) but this had happened after the Talanoa 
sessions had been taken. One of the participants stated that she had regular talks with 
her child’s classroom teacher due to concerns about progress being made in literacy. 
The other participants noted that they attended parent-teacher interviews but did not 
have regular contact with their child’s teacher or school. It can also be assumed that 
the school would be undertaking twice yearly written reporting to parents. Due to this 
limited correspondence it can be concluded that there were few experiences for the 
parents to develop knowledge about the reading practices in their children’s 
classrooms in New Zealand.  
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The second factor limiting the parents’ knowledge of school reading practices relates 
to their perception of the teacher’s role. Three of the participants stated that if their 
children were having no problems at school and appeared happy, the teacher was left 
to teach. As noted by Crozier (2000), teachers are seen as the experts with the 
expectation that teachers would inform them on progress or if any problems arose. 
McNaughton (2001) identifies that for Pasifika parents there is often a level of trust in 
teachers to educate their children. That educating is the teacher’s role and one that a 
parent does not need to intervene in. Crozier (2000) notes that for some parent groups 
there is more willingness to accept teacher judgement and play a less passive role in 
teacher-parent relations.  
 
It was clear that the participants’ children were sharing and discussing what they did 
at school when asked by their parents. However, the information being given was 
activity based rather than learning or skill based, where their children would share the 
subjects or topics they were participating in rather than the learning that was being 
engaged in. The following parent participant responses demonstrated this, 
“She will always talk about when her teacher has praised her for something, in her 
reading or writing” 
 
“She will talk about her trips, like going to Te Papa. Not really about what she is 
learning to do” 
(Parent Lua) 
 
“Everyday I ask them about school, they tell me what they do – like maths, reading, 
just the book and what it is about” 
(Parent Tasi) 
 
Therefore the information that this group of parents were receiving from their 
children was not giving them any clear understanding of the reading practices or skills 
being taught in New Zealand classrooms. This can be viewed as another factor that is 
contributing to how school reading practices are being interpreted, as the reading 
skills and strategies being used by the teachers are not being explicitly shared between 
home and school. 
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These research findings regarding parents’ knowledge of New Zealand reading 
practices align with other researchers investigating Pasifika parents and schooling for 
their children. Cahill (1996) noted “parents’ lack of experience of the NZ education 
system and how it works compounds their difficulties in understanding and engaging 
positively with it. Theirs is an interpreted knowledge acquired second-hand from their 
children” (p.67). When investigating Pasifika students’ perceptions on what supports 
or hinders their reading achievement, Tufulasi Taleni, Parkhill, Fa’afoi and Fletcher 
(2007) identified that Pasifika parents want to best support their children but do not 
always know how. 
 
When attempting to explore further the participants’ understandings of the reading 
skills being taught in New Zealand, during the second Talanoa sessions, it was 
evident that the participants felt there were clear physical, practical differences 
between schools in Samoa and New Zealand.  For instance based on the participants’ 
own experiences in Samoa, schools had higher student/teacher ratios, fewer resources, 
fewer independent activities for the children and no specialised assistance. (See 
Appendix D: Parent Summary Lists for further examples). 
 
But despite their limited understanding of school reading practices three out of the 
five of participants felt that the key aspects of learning to read would be similar for 
teachers in Samoa and New Zealand. Therefore it could be concluded that the 
participants’ social and cultural beliefs around the importance of oral language, rote 
learning and decoding as teaching strategies when learning to read, were influencing 
their interpretations of what would likely be happening in New Zealand classrooms. 
 
There were some examples amongst the participants’ responses, where connections 
had been made that showed how physical differences, like class size and resources, 
would be expected to have an impact on a teacher’s actions. For example Parent 
Lima, talked about the impact a lack of reading books had on how a teacher could 
teach reading, because of this a student would have limited opportunities to read 
independently.  
You can’t read yourself – the teacher has to read to you and you have to listen. If 
there was a long word, she would write it on the board, to spell and write it and learn 
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it. You have to write the word many times. Not like in New Zealand where all the kids 
have their own books.  (Parent Tolu) 
 
Another example can from Parent Fua, when discussing how her children in New 
Zealand get extra learning support.  
In Samoa if you are not good at English, you have to come in the class and catch up 
and listen to the teacher – there is only one teacher. We don’t have teacher aides, 
ESOL lessons, extra help, we don’t have that. 
 
Here Parent Fua is referring to New Zealand’s ESOL funding programme (Ministry 
of Education, 2008), where English Language Learners can be identified and provided 
with extra support to assist their learning of English at school. 
 
From the limited data collected in this thesis, it is difficult to provide a definitive 
explanation of why the majority of the participants felt that school reading practices 
would be similar in Samoa and New Zealand, but it seems clear that cultural values 
and beliefs play an important role in the assumptions that are being made by these 
parents about school reading practices within New Zealand. The social and cultural 
values that have been apprenticed through their own experiences and memories of 
learning to read in Samoa are playing a key role in their understandings and 
interpretations of reading strategies and practices. 
 
Despite this, research does indicate that there are clear differences between different 
cultural communities regarding how reading practices are viewed and implemented. 
According to Tuafuti (2000) Samoan literacy is strongly associated with cultural 
traditions and family and church expectations. Literacy learning and living a 
communal way of life based on Fa’asamoa
4
 is interwoven for Samoan communities. 
Reading programmes in most Pacific Island schools tends to emphasize skill 
acquisition and therefore has a more functional and restricted view of literacy. Tuafuti 
(2000) goes on to note that these expectations are different from literacy based 
programmes within New Zealand schools. 
 
                                                
4
 The Samoan Way and describes the socio-political and cultural way of life for Samoan people 
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Hamel (2003) adds to this by stating that there are clear differences between the 
literacy experiences that occur in home and the ones constructed by teachers for 
classroom teaching. Hamel argues, “school literacy is only one type and can be very 
different from the kinds of literacies that naturally occur in homes and communities” 
(p.20). Gregory (2007) advocates for schools identifying these differences but also 
seeing them in a positive light rather than taking a deficit approach to home reading 
practices. 
 
 
5.6 Connections or Disconnections between home and school reading 
practices? 
 
A key aim of this thesis was to establish if there were connections or disconnections 
for this group of Samoan parents between home and school reading practices. From 
the findings it is appear that there are a number of disconnections being experienced. 
The impact of this will be discussed further in Chapter Six, where conclusions and 
recommendations are established. 
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CHAPTER SIX: CONCLUSIONS AND RECOMMENDATIONS 
 
 
 
6.1 Introduction 
 
 
This research set out to investigate how the social and cultural values and experiences 
of learning to read influence the home reading practices employed by Samoan parents 
in New Zealand. While only a small group of Samoan parents were involved in this 
research, it has value in informing teachers of possible strengths in home reading 
practice that can be built on and where there may be misunderstandings. The aim was 
to gain knowledge of the participants’ own experiences and understandings of 
learning to read as children in Samoa, then identify what reading practices and 
strategies were evident across the literacy sites of the Pastor’s house, primary school 
and home. From this the Talanoa findings revealed that the participants were using a 
number of the identified reading strategies with their children during home reading 
practices in New Zealand.  
 
 
In addition to identifying what reading practices were being employed at home, the 
parent participants were also asked to share their knowledge of school reading 
practices. From the participants’ identified home reading practices and their 
knowledge of school practice, inferences were made about connections and 
disconnections between home and school for these parents and their children in New 
Zealand. 
 
 
By using a socio-cultural perspective (Gregory, 2007; McNaughton, 2002; Nieto, 
2010), the intention was to identify and value the meaningful home reading practices 
being used by these Samoan families and to explore and gain understandings of the 
influence that social and cultural values have on the practices being used, and the 
possible impact of this on home-school connections and disconnections. 
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6.2 Summary of findings 
 
 
The overall findings show that for these Samoan parent participants there are 
differences between home and school reading practices. These differences are based 
on the social and cultural values and beliefs formed from their own experiences of 
learning to read in Samoa. The experiences have been shaped within the literacy sites 
of the Pastor’s house, primary school and home, where cultural interactions have 
occurred on a personal, interpersonal and community level (Rogoff, 1995). 
 
 
It was clear from the findings that the reading practices and strategies these 
participants had experienced in Samoa when learning to read as children, were now 
being passed down to their own children. Decoding and rote learning through 
memorization and practice along with a strong emphasis on recitation were the key 
reading strategies being employed by the participants with their own children. These 
were reading practices and strategies that they had experienced and been apprenticed 
into as children and young adults, that had been learned through interactions with 
their families, teachers, pastors and other community members (Rogoff, 2005). 
 
 
Early reading acquisition took place at the Pastor’s house for the participants. The 
reading activities here were often structured in a cooperative way that allowed the 
Pastor to guide and support, as the children learnt the Samoan alphabet and Bible 
verses through repetition and recitation (Duranti & Ochs, 1993; Tuafuti, 2000). At the 
primary school level, the teaching strategies being used were similar to those being 
used by the Pastor and often his wife. The teacher would use the strategies of 
decoding and rote learning to teach reading. The primary resource and tool used for 
reading practice at home was the Bible. Bible reading was a regular family practice 
that incorporated oral performance with a focus on correct word pronunciation and 
rote learning through practice and repetition. In all three literacy sites reading 
acquisition was strongly influenced by Fa’asamoa, learning about the cultural beliefs 
and values of the Samoan way of life.  
 
 
In a New Zealand context, when describing the home reading practices used with 
their own children, again there were clear social and cultural beliefs about reading 
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that were valued by all the participants. Shared reading through reading together was 
seen as a way to help their children practice in a supportive way and as adults it 
enabled them to provide the correct model when necessary. Reading together was also 
connected to oral performance. By encouraging their children to read aloud, the 
parents were able to monitor for correct tone and pronunciation of words. 
 
 
It is important to note that while the children of these participants were not involved 
in the type of learning activities experienced at the Pastor’s house like their parents, 
the role of the church in reading acquisition was still significant. Attending church 
and Sunday school was a cultural value and tradition being continued in New Zealand 
for all of the participants and their children, and a key purpose of this was to promote 
the Samoan way of life, Fa’asamoa, as well as develop their reading skills. For all the 
participants their children attending Sunday school was highly valued to ensure 
learning about cultural and religious beliefs and maintenance of the Samoan language. 
Home reading of the Bible was another way that these participants developed their 
children’s reading ability and cultural knowledge. 
 
 
As identified in earlier chapters it is important to recognise and acknowledge that the 
values underpinning school reading practice in Samoa and New Zealand are different. 
In Samoa, all students through the strategies of rote learning and decoding gain core 
reading knowledge. This bottom up approach, as described in Chapter Two, 
emphasises skill acquisition and therefore a more functional view of literacy (Tufulasi 
Taleni et al, 2007; Tunmer, Chapman & Prochnow, 2004). In New Zealand, the 
approach can be defined as a more co-operative, integrated learning process (Cahill, 
1996; Ministry of Education, 2006). 
 
In spite of this limited understanding of school practice, there was still the perception 
that while there were physical differences between classrooms in Samoa and New 
Zealand like access to resources and larger class sizes, most participants believed that 
the teaching of reading would still be based on strategies and skills that were similar 
to those used in Samoa. It was therefore concluded that the participants’ social and 
cultural beliefs around the importance of oral language, rote learning and decoding as 
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teaching strategies when learning to read, were influencing their interpretations of 
what would likely be happening in New Zealand classrooms. 
 
 
6.3 Implications for teachers and schools  
 
 
This thesis has identified some key implications for primary school teachers of 
Samoan children. It is clear that for these participants their cultural experiences and 
values have strongly influenced the home reading practices they employ with their 
own children. In addition to identifying that the participants were using the cultural 
practices of Samoan literacy (Duranti & Ochs, 1993; Duranti, Ochs & Ta’ase, 2004; 
Tuafuti, 2000), the findings also showed that they had limited knowledge of school 
reading practices in New Zealand. There are different literacy experiences happening 
between home and school for these parent participants and their children. This has 
real implications for all involved – parents, schools and policy makers. This research 
adds to understandings around differences in home and school reading practices, like 
others it highlights that there are clear dissimilarities between practices for different 
cultural groups (Crozier, 2000; Dudley-Marling, 2009; Heath, 1983). 
 
The research findings reinforce that there are disconnections between the home 
reading strategies being used and school practice. It has been established that the 
reading practices guiding Samoan literacy are strongly based in oral language, rote 
learning and decoding (Duranti & Ochs, 1993; Tuafuti, 2000). However this contrasts 
with what effective reading practice in New Zealand classrooms are based on, where 
the teacher is providing strategic instruction in decoding, making meaning, and 
thinking critically (Ministry of Education, 2006). 
 
 
It was evident from the participants’ responses that there was limited correspondence 
between home and school, which meant that their opportunities to discuss and learn 
about school reading practices, were minimal. This obviously has implications for 
home-school connections as understandings of each others’ reading practices are not 
being heard or discussed. Secondly, the perception of the teacher’s role for these 
Samoan parents was similar to what has been noted by other researchers, in that it is 
the teacher’s role to educate and that as parents they do not need to intervene (Crozier 
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2000; McNaughton, 2001). Gorinski and Fraser (2006) cite that cultural differences 
can create misunderstandings that impact negatively on parent engagement. How 
teachers and schools address this is challenging but through better understandings of 
the cultural beliefs and values that influence home practice, this can be worked on. 
 
For these participants the alignment between home and school practices was minimal. 
It therefore needs to be considered what impact this has on learning to read for the 
children involved. How do teachers and schools use the knowledge gained from 
parents regarding their own reading experiences and practices to support their 
students make greater connections between home and school learning. It is important 
to note that there is value in some of the strategies being used by this group of 
Samoan parents, like shared reading and oral performance. The implication here is 
that ways need to be found to empower and learn from Samoan parents to create a 
sense of joint collaboration and connection making so as to not underestimate the role 
parents can play (Goldenberg & Coleman, 2010). 
 
 
As noted in Chapter Two, there have been Ministry of Education initiatives (1982, 
1987 & 2005) that have shown to be effective in supporting parent engagement and 
home-school connections and have focused on implementing school practice into the 
home. This thesis has aimed to add to this but also place a stronger emphasis on what 
can be learnt from home reading practices and the experiences of Samoan parents in 
order to inform teachers and schools. It can not just be about working out what 
schools need to share with parents regarding reading practices but what can be learnt 
and valued from home practices. “Teachers are urged to adjust their teaching 
strategies so that they better match the cultural patterns and family literacy practices 
of their students” (Tunmer, Chapman & Prochnow, 2004, p. 140). 
 
A critical factor shown by this thesis is that it is essential that schools have a greater 
understanding of what Samoan parents bring to their children’s schooling. As pointed 
out by Cahill (2006) few New Zealand teachers have an “in depth knowledge of the 
values inherent in Samoan society and culture” (p.69). There are clear cultural values 
and practices that are being implemented by Samoan parents that teachers and schools 
 88 
need to be able to understand and utilise in ways that add to student learning and 
achievement. 
 
It needs to be a two way process that empowers both New Zealand teachers and 
Samoan parents. Schools need to be able to learn from and see the value in the 
cultural values and beliefs that Samoan parents bring to reading practices through 
greater parent communication and the sharing of experiences. It is clear that primary 
school teachers and educators need to understand in better ways what children and 
their families bring to classrooms as a number of researchers have indicated (Cairney 
& White, 1999; McNaughton, 1995). As stated by Cairney and White (1999), by the 
“development of shared understandings we need to understand more about the various 
ways in which parents and children respond to school literacy practices” (, p. 84).  
 
 
It is important to acknowledge that families have a right to access the forms of 
literacy recognised at school. Parents need to know about and have access to 
resources and strategies to practice at home. Schools have a responsibility to connect 
the literacies of home and school (McNaughton, 1995). It is just as essential that 
teachers and schools acknowledge the impact that cultural beliefs and practices have 
for parents and their children. We do not what it to be a one-way model where 
“teachers share expectations for reading at home with parents and parents do their 
best to comply” (Dudley-Marling, 2009, p. 1741).   
 
 
6.4 Recommendations for teachers, schools and policy makers 
 
 
Establishing positive home-school relationships as a means to enhance student 
learning and achievement is not new (Biddulph et al, 2003; Ministry of Education, 
2007). However what is new in this thesis is the finding that strong cultural beliefs 
and values that guide and influence home reading practices need to be considered and 
better understood by teachers and schools. It is clear that effective home-school 
partnerships cannot be based on disconnections around reading practices between 
home and school. There is a need to understand the social and cultural differences in 
reading practices or there will continue to be a gap in the values and experiences 
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between home and school for Samoan communities that will act as a barrier to equal 
engagement with school. 
 
Another recommendation would be if teachers and schools are going to actually value 
what has been stated in to the Ministry of Education’s Pasifika Education Plan 2013-
2017, there needs to be a stronger commitment to investigating what home reading 
practices are for Samoan communities within New Zealand. This is an education plan 
that aims to “put Pasifika learners, their parents, families and communities at the 
centre of the education system, where they can demand better outcomes” (2013). 
Stating that the New Zealand’s education system must work better for Pasifika 
learners (Ministry of Education, 2013). 
 
 
It is not as simple as just stating that schools need to be more engaged with their 
Pasifika communities. As New Zealand moves towards a more inclusive education 
system it is important to consider how diversity and cultural differences are 
understood and valued. This would require further teacher education to support 
teachers and schools in seeing the value and importance of gaining knowledge of 
home reading practices. Teachers and school would need to be aware of the role 
greater connections between home and school could play in supporting children with 
learning and achievement. If teachers and schools see school reading practices as the 
only way then open, collaborative dialogue is limited.  This type of correspondence 
does not provide opportunities that allow cultural communities and schools to come 
together and share similarities and/or differences in reading practices. It is clear that 
continued dialogue is need. The Talanoa structure employed during this research 
allowed for collaborative communication to take place. The engagement of these 
Samoan parents provided an opportunity for the voice of parents to be heard and 
furthermore, validated their teaching and learning approaches and practices. 
 
 
The Talanoa structure if established well allows for relationship building and open 
dialogue to occur. Greater and on-going Talanoa between the teachers, parents and 
students in schools would be beneficial in assisting to develop knowledge of reading 
practices. There is a clear link here to the Pasifika Research Guidelines (Anae et al, 
2001) that promotes ownership and consultation.  It is important to acknowledge and 
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find ways to address the power relationships involved when working with Samoan 
parents, teachers and schools. There is a need for co-construction, to identify how 
literacy knowledge and practices can be jointly constructed. There needs to be a 
willingness on the part of teachers, schools and parents to know more about the home 
settings their students come from.  
 
 
Gorinski and Fraser (2006) advocate for a change of thinking and practice in schools, 
“from a monocultural to a multicultural lens, in order to promote effective parent 
community – school engagement in Pasifika contexts” (p. 32). A point reinforced by 
Rogoff (2003) who states that different cultural communities can learn from each 
other without giving up what they value has not be developed fully (p.356). This is 
huge challenge for teachers and schools but one that needs to be identified and 
address to ensure equal opportunities for all students within the New Zealand 
education system. 
 
 
Finally, The Pasifika Education Plan (2013) clearly states that it aims to achieve 
optimum learning by promoting closer alignment and compatibility between:  
• the learner’s educational environment, and 
• their home and/or cultural environment 
 
This research has intended to question this, for there to be closer alignment, there 
needs to be closer understandings between home and school practices. To engage 
parents as partners in the learning therefore achieving greater educational success 
(Goldenberg & Coleman, 2010). It will be interesting to see how this sits within the 
expectations being placed on teachers and schools regarding National Standards. 
 
 
 
6.5 Thoughts for Future research 
 
Any further research into home and school relationships through sharing of 
knowledge and practices is critical if continued gains are going to be made into 
Pasifika learning and achievement. Educational collaboration comes when cultural 
values and actions are acknowledged, shared and valued. 
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APPENDICES 
Appendix  A: Parent Background Information Sheet 
 
 
 
Parent Gender Age Birthplace Schooling Employment Arrival NZ Children 
Parent Tasi Female 28 Upolu, 
Samoa 
 
Secondary Stay at home 
Mother 
2001 2 daughters 
3 sons 
(NZ born) 
Parent Lua Female 39 Savai’i, 
Samoa 
 
Early 
Secondary 
Shift worker 1982 3 daughters 
1 son 
(NZ born) 
Parent Tolu Female 41 Upolu, 
Samoa 
 
Early 
Secondary 
Factory work 1987 2 daughter 
2 sons 
(NZ born) 
Parent Fa Female 32 Upolu, 
Samoa 
 
Secondary WelTec 2005 1 daughter 
1 son 
(1 born Samoa/1 NZ) 
Parent Lima Female 35 Savai’i, 
Samoa 
 
Secondary Cleaner 2011 2 daughter 
3 sons 
(born Samoa) 
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Appendix B:             Talanoa Schedule for Parents 
 
 
The conversation (talanoa) format will take an open-ended approach that allows participants to 
share their stories and experiences in an informal way. There will a set of main questions 
formed to help guide the conversations between the participants and researcher. Some thought 
has been given to generating questions that will enable the usage of Rogoff’s (1998) three 
planes – personal, interpersonal and community, for data analysis. 
 
 
Examples of possible questions to be used with parent participants; 
 
• What are your experiences/memories of learning to read in Samoa, at home and at 
school? 
• What ways worked best for you when you were learning to read? 
• What factors do you think are important when learning to read?  
• How is learning to read in Samoa different from New Zealand? 
• What type of reading activities do you and your child(ren) do at home? 
• What do you see your role is in helping your child(ren) learn to read?  
• Do others (people/institutions) help your child(ren) with learning to read? 
• How does your child(ren) feel about learning to read? 
• Do you know how learning to read happens at school? 
• Does your child(ren) share their school reading experiences with you? 
 
 
 
 
Appendix C:  Talanoa Two Schedule for Parents 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
At the pastors 
school or Sunday 
school 
What reading skills do you think the pastor or Sunday school teacher thought 
were important to teach you, when learning to read?  
 
Reading the bible Were stories/verses linked to own lives? 
Practice at home? Was the text discussed/meaning of stories-verses? 
 
Memory of text Do you remember any of the names of the songs or poems? Books you read? 
 
More on what is 
important about 
learning to read 
and how 
This is a list of the ways of learning to read and what things are important 
when learning to read (shared by you and the other participants) 
 
Which ways when learning to read from this list are most important for you to 
pass on to your own children? 
(rank them for importance) 
 
Which of these ways are used in your home? Examples. 
 
Which ways did you think are used at school? Examples. 
 
Are there any that are just for home or just for school? 
 
Are there any other ways you would add to this list? 
 
When you think of your own experiences of learning to read, what was good? 
 
 what was not so good? 
 
Differences in the 
teaching of 
reading in Samoa 
and NZ 
 
Knowledge of 
school practice 
further 
Share list of the shared (mainly physical components) differences. 
 
But if thinking about the reading skills, teachers in NZ are using to teach your 
child,  
What are these specific skills? 
How are NZ teachers teaching reading? 
 
And are they different to or the same as in Samoa? 
 
  
Appendix D:  Parent Talanoa Summary Lists 
 
 
List of the things that are different about learning to read in Samoa  
 
 
! Fewer resources 
 
! Lots of time on the mat 
 
! Only 1 teacher for the class, so no 
specialized assistance/teachers 
 
! More children in classrooms 
 
! Chalk board used a lot 
 
! Lack of pre school education (done 
through Pastor’s school and/or Sunday 
school) 
 
! All children learning the same thing at the 
same time 
 
! Less independent activities for children 
 
! No reading books taken home (only 
homework exercise books) 
 
! No school trips for primary aged children 
 
! Teachers behaviour 
  
 
 
List of the ways of learning to read and what things are important when learning to read 
 
! Practising 
 
! Listening to the teacher 
 
! Repeating 
 
! Learning the letter sounds 
 
! Memorizing the sentence or story 
 
! Concentrating 
 
! Reciting (saying/performing) aloud  
 
! Asking questions  
 
! Answering questions about the story 
 
! Understanding what you are reading, 
knowing what the story is about 
 
! Using songs and poems 
 
 
 
 
 
 
 
 
 
 
 
  
 
 
 
 
 
Appendix E:               Talanoa Schedule for Students 
 
 
The student interviews will also use an informal conversation (talanoa) approach but may 
require the researcher to play a more active role in prompting the students for responses. Clear 
links between the parent and student questions will be formed to allow for triangulation of 
interview data.  
 
 
Examples of possible questions to be used with student participants; 
 
• What reading activities do you do at home by yourself? Or with mum or dad? 
• Who helps you with reading at home? How do they help you? 
• Do you like reading at home?  
• What reading activities do you see your mum, dad or other family members do? 
• How does mum or data help you understand what you are reading at home? 
• Do you talk to your mum or dad about what you do during reading time at school? 
• Has your mum or dad talked to you about how they learnt to read? 
• Does your teacher and mum or dad do some of the same things when they are helping 
you with reading? Examples. 
• What are some of the things that are different from reading at home and school? 
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Appendix F:  INFORMATION SHEET FOR PRINCIPAL 
 
 
The voices of Samoan parents and their children: home reading practices and 
home-school connections. 
 
 
I am completing my Masters Thesis at Victoria University this year and would like to gain approval to 
conduct my research project at Avalon School. I have selected Avalon School because of my established 
relationships with the school community and the large percentage of Samoan students attending at the 
present time. 
 
What is the research project? 
My research project will investigate the possible connections between home and school reading practices 
for primary school aged Samoan students. The voices of students and their parents will be used to gain 
insights into perceptions of reading practices.  
 
Who will be involved? 
1. School Principal – for permission to be approved to conduct the research project within the 
school and approach members of the school community. 
2. Parents – 5-6 Samoan born adult participants who have been approached by the researcher as 
they fit the criteria selected. 
3. Students – the eldest child of the adult participants who currently attends Avalon School. 
 
All interviews with students would be scheduled at times that are convenient for the school and least 
disruptive for the classroom teacher and students. The parent participants will nominate the time and 
place for their interviews.  The type of interview used, individual, pair or group will be selected by the 
parent participants. Some parents may wish to be interviewed with their partner.  
 
How will information be gathered? 
For the parent participants there will be an initial consultative parent meeting to outline the research 
project, answer any questions and gain consent for participation in the research project. There will be 
two talanoa (interview) sessions held with each parent. The students will be interviewed in pairs. It is 
expected that each parent interview session will be between 45 minutes to 1 hour. The student interviews 
between 30 to 45 minutes. 
 
All participation is voluntary.  Consent may be withdrawn at any time up until the end of the interview 
sessions. Data already collected from them will be destroyed. The information contained in the 
interviews and consent forms, will be stored securely in my supervisor’s office at Victoria University for a 
period of 3 years. They will then be destroyed. 
 
This research has been assessed and approved by Victoria University Faculty of Education Ethics 
Committee.  If at any time you have any questions or concerns, you can contact Dr Allison Kirkman, 
Chair of the Victoria University of Wellington Human Ethics Committee at allison.kirkman@vuw.ac.nz 
 
What will happen with the data? 
The data gathered will be published for a wider academic audience through my final thesis, conferences 
or journal articles, but the identity of the school and participants involved will not be revealed at any 
  
point.  Any responses that the parents and students give will be treated confidentially and I will protect 
their identities and the identity of the school through the use of pseudonyms and the removal of 
identifying details. 
 
Transcribed interviews will be shown to all participants to check for accuracy and feedback before data 
analysis is done. I will transcribe the interviews and the content will be discussed with my supervisor. 
The findings of my research project will be shared with you and the Board of Trustees. It is hoped that 
the findings will provide the school with useful insights into home reading practices and add value to 
home-school partnerships. 
 
If you agree to participate, please indicate this decision below and return the consent form to me.  If you 
have any questions about this research or would like to discuss any concerns prior to providing consent, 
please feel free to contact me or my supervior at: 
 
 
Thank you 
 
 
 
 
Sarah Valentine                 Dr John Dickie (Supervisor) 
Email: valentsara1@myvuw.ac.nz               Email: john.dickie@vuw.ac.nz 
Phone: 021 2762228/04 9399600               Phone: 04 4639767 
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Appendix G:          CONSENT FORM FOR  PRINCIPAL 
 
 
The voices of Samoan parents and their children: home reading practices and 
home-school connections. 
 
 
I have read and understood the information letter from Sarah Valentine which describes her research 
project and I agree to Avalon School being part of the study. 
 
o I give consent to this research project. 
 
I understand that: 
 
o Myself as the principal, and all research participants may withdraw their information up 
until the end of interviews and discussions. 
 
o Participants’ responses will be treated as confidential. 
 
o !"#$%&"''($)*+,-&-)*,-./0$*.1$ ,"#$+#%#*+&"$)*+,-&-)*.,%$2-(($.',$3#$ -1#.,-4-#1$ -.$ ,"#$ ,"#%-%$
.'+$-.$*.5$)63(-&*,-'.%$'+$)+#%#.,*,-'.%7$
 
o A copy of the research findings will be shared and discussed with the school and 
participants upon request. 
 
o I can request a written summary of the final research findings. 
 
o The research findings may be presented in academic or professional journals or at 
educational conferences. 
 
o The research findings will be deposited in the university library as a Master’s thesis. 
 
o The research data will be securely stored at Victoria University and destroyed 3 years 
after the completion of the research project. 
$
$
Principal’s Name: 
Principal’s Signature: 
Date: 
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Appendix H:    INFORMATION SHEET FOR PARENTS 
 
 
The voices of Samoan parents and their children: home reading practices and 
home-school connections. 
 
(to be shared and discussed during the initial parent meeting with parent participants) 
 
 
 
Talofa lava 
 
 
This year I am enrolled in the Master of Education programme at Victoria University and I would like to 
invite you to be a voluntary participant in my research project for my thesis. 
 
What is the purpose of my research? 
To listen to Samoan parents and their children’s experiences of learning to read and home literacy 
practices. By listening to these ideas and experiences, it is possible that better connections and 
understandings between home and school reading practices might be made. This will benefit our school, 
as it will help us learn more about the cultural values and practices of our Samoan community. 
 
I would also like to find out what one of your children (your eldest at Avalon School) sees as the 
connections between home and school reading practices.  
 
Why and how were you chosen? 
You are a Samoan born parent with experiences of schooling in Samoa, who has a child (or children) 
attending Avalon School. After our initial parent meeting you will asked if you would like to participate 
by sharing your home and school reading experiences with me. 
 
What will happen? 
After you give your consent to participate in my research project, I will meet with you for two talanoa 
(interview) sessions. You will be able to select the type of talanoa session, you would like to participate 
in. During the first talanoa session, I will ask you a number of questions about your own experiences of 
learning to read and your ideas about home and school reading practices. Our talanoa will be audiotaped 
and expected to take about an hour. At the second session, we have a chance to discuss your responses 
and make any changes necessary. You will be able to withdraw at any stage before our final talanoa 
session. 
 
It will be important that you feel comfortable to talk and share your ideas. You do not have to discuss 
matters if you do not want to. What you share with me will only be used for the purpose of the research. 
The information will be stored securely in my supervisor’s office at Victoria University for a period of 
three years. It will then be destroyed. Confidentiality will be maintained throughout the research 
process. My research will be used for my thesis, journal articles and conferences.  All responses from you 
and your children will be treated confidentially and I will protect your identities and the identity of the 
school. 
 
  
How do I agree to participate? 
You can give your consent to be part of my research by signing the Consent Form. I will also need to get 
consent from you to interview your eldest child attending Avalon School. 
 
After our talanoa sessions, I will interview your eldest child. Their talanoa session will be with another 
child, to help them feel more comfortable and confident to share their experiences about reading at 
home and school. Your child will be able to choose if they would like to be involved or not. 
 
Will I receive feedback on the findings of this research? 
Yes, the findings will be shared with you and the other participants. A time will be arranged for this to 
happen once my thesis is finished. A summary report of the findings will also be shared with the 
Principal and Board of Trustees.  
 
This research has been assessed and approved by the Victoria University Faculty of Education Ethics 
Committee. If you have any questions or would like further information about the research project, 
please contact me or my supervisor, Dr John Dickie, or the Chair of the Ethics Committee at Victoria 
University Dr. Allison Kirkman at allison.kirkman@vuw.ac.nz. 
 
 
Fa'afetai lava 
 
 
 
 
 
 
 
 
Sarah Valentine                    Dr John Dickie (Supervisor) 
Email: valentsara1@myvuw.ac.nz                  Email: john.dickie@vuw.ac.nz 
Phone: 021 2762228/04 9399600                  Phone: 04 4639767 
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Appendix I:      CONSENT FORM FOR PARENTS 
 
 
 
 
o I have read and understood the participant information sheet that describes the 
research project. 
 
o I understand that the information I give Sarah will be confidential and that no 
names (mine, my child’s or the school’s) will be used in the final report for her 
thesis.  
 
o I understand that I have the right to see the written transcript of our talanoa session 
and the opportunity to make changes if I think it is necessary. 
 
o I understand that I have the right to withdraw up until the end of our talanoa 
sessions. 
 
o I understand that the research findings will be shared with the school. 
 
o I understand that the research data will be securely stored at Victoria University 
and destroyed 3 years after the completion of the research project. 
 
 
 
I ______________________ am willing to be involved in Sarah Valentine’s research 
project. 
 
 
 
Parent Name:   
Parent Signature:   
Date: 
 
 
 
 
 
 
 
 
  
 
 
 
 
 
 
CONSENT FORM FOR PARENTS 
(for their child to participate in the research project) 
 
 
 
o I have read and understood the student participant information sheet that describes 
the research project and I agree to let my child participate. 
 
o I understand that permission has been given by the Principal for this research 
project to take place. 
 
o I understand that the name of my child and the school’s name will remain 
confidential to Sarah. 
 
o I understand that my child’s ideas will be audiotaped and written down. 
 
o I understand that my child has the right to withdraw up until the end of their 
talanoa session with Sarah. 
 
 
 
I give permission for __________________   to be involved in Sarah Valentine’s 
research project. 
 
 
 
 
Parent Name:   
Parent Signature:   
Date: 
 
 
 
 
 
 
!"#$$%&$'&()*"+,-$.&/$%-"0&+.)&-1/%(1(.,+,-$.&
!"#$%&'#??????? ?????????????????????#
'+"*%,0&$'&()*"+,-$.2&3-",$4-+&*.-3(4!-,0&$'&5(%%-.6,$.2&()#*+,#-./0-12#3+4567#892#$5:+:;2#
<=66;4>9+4#?-@.2#A=B#C=56547&
#
#
!"#$%&$$'#''#'%()%%%%%%!"!#$%$&#'(")#$&%$&?*+#$
#
!
?
#
! ????????????????? ????????? ?????????????????????????????????????????????????? ???
?????????????????%
%
! *$%?'+%,$-$,$-$,$%'%.$$,$/$-$0$%+,$%'+%/"%$1$/+$%2$%3$4$5%"%#+2#+2$%,$%"%-"$2%62%
???????????????????????%???????????????????????????????????????26$%2%-"%-2#'/2%,+-2,+-2%'%
-$6$%,$/$+#+%/+72/+72$%8/5"7279:%
%
! ????????????????? ?? ???? ????????%??????????????? ?? ???????? ???????????????????????????
???????? ????????????????????????????????? ???????? ????????:%
%
! ;+% /"%,$????????? ?? ???? ????? ???? '+% /"% .$$,$1$"% $2% 2% 7''% 7"% /$2,2% "% /$+% -$1$% 2% -"%
????????????? ???????????:%
%
! ?????? ?????????????????????????????????????????????????????? ??????????:%
%
! ??? ??? ??????????? ?? ???????????? ???? ?? ?????? ??????????? ?? ??? ?? ???? ????? ?? ???
<+621"72/"% '% =2>/'42$% ,$% '% -"% $% .$$/??????? ?? ??? ????? ???????? ????? ???? ?????? ???
??????????:%
%
%
%
?? ???% ??????????????????????% ??? ??? ?????? ??? ??? ????? ?? ??? ??????????? ?? ??????
=$-"6/26":%
!
#
#
!"#$#%&%'(%)#*"#+%%%
!#,-,%#%'(%)#*"#+%%%
./&+%
#
#
#
#
#
#
#
##
#
#
#
#
#
#
!"!#$%$&#'(")#$&%$&?*+#$
!??????????????????????????????????????????"!
!
!
#
! *$%?'+%.$2/$+26$%,$%+$%??????????????????????????????????????? ??????????????????
?????????????? ????????????????????? ????????? ?????????????????????????:%
%
! ;+%/"%,$-$,$-$,$%+$%$+,$2%-"%.$$/$0$0$%,$2%-"%!????????????????????????????????????:%
%
! ?????? ???????????????????????????????? ???????????????????????????????????????????:%
%
! ?????? ???????????? ?????????????????????????????????????????????????????? ??????????
-$-':%
%
! ;+% /"%,$-$,$-$,$% "% 2$2% -"% $2?%?? ????? ??,$% "% .$$,$1$"% $2% 2% 7''% 7"% /$2,2% "% /$+% 2% -"%
?????????????????????????? ???????:%
!
!
#
;+% /"% $1$/+% -"% .$$/$0$0$%,'%??????????????????% % %?? ????? ??? ?? ??? ??????????? ?? ??????
=$-"6/26":%
#
#
#
%
!"#$#%&%'(%)#*"#+%%%
!#,-,%#%'(%)#*"#+%%%
./&+%
!
!
!
!
!
#
SCHOOL OF EDUCATION POLICY AND IMPLEMENTATION 
TE KURA MAHERE WHAKATINANA MTAURANGA 
FACULTY OF EDUCATION, VICTORIA UNIVERSITY OF WELLINGTON, PO Box 17-310, Donald St, Karori, 
Wellington 6147, New Zealand 
 
 
 
 
 
Appendix J:         INFORMATION SHEET FOR  STUDENTS 
 
 
The voices of Samoan parents and their children: home reading practices and 
home-school connections. 
 
(this sheet will be read aloud to each student participant) 
 
 
 
Talofa lava 
 
 
This year I am studying at University. One of my jobs is to do a research project about 
something that I am interested in. So my research project is going to be about the reading 
experiences and ideas of Samoan parents and their children. 
 
I am interested in asking you some questions about reading at home and at school. I want to 
find out what sort of reading activities you do at home and what is the same or different about 
reading at home and school. 
 
I will meet with you and a buddy (who will be Samoan like you) to share your ideas and 
experiences.  
 
I will audiotape your ideas using my laptop and share them back with you, so you can add or 
change any answers if you want to. It is your choice if you would like to participate or not. 
During our talk you can decide to withdraw at any time if you wish. 
 
  
Fa'afetai lava 
 
 
Sarah 
 
 
 
Sarah Valentine       Dr John Dickie (Supervisor) 
Email: valentsara1@myvuw.ac.nz                  Email: john.dickie@vuw.ac.nz 
Phone: 021 2762228/04 9399600     Phone: 04 4639767 
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Appendix K:         CONSENT FORM FOR STUDENTS 
 
(this form will be read aloud to each student participant) 
 
 
 
 
o Sarah has read the information sheet to me and I understand it. 
 
o My ideas and experiences will be audiotaped and then written down. 
 
o I will have a chance to check my answers to Sarah’s questions with her. 
 
o Sarah will share my ideas with people (my parents, my school and others) who 
are interested in what I have to say. 
 
o My name or the school’s name will not be used. 
 
o I do not have to be part of Sarah’s research project if I decide not to be and 
withdraw before our interview finishes. 
 
 
 
 
 
 
 
 
 
 
 
Student’s Name: 
Student’s Signature: 
Date: 
 
